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Abstract 
The pace and characteristics of global economic, social, and environmental 
transformation has brought attention to the role creativity plays in supporting young 
people to learn and engage in the opportunities and challenges modern life now 
presents. Influenced by both international and national education reforms to promote 
creative capability, the Australian Curriculum, Assessment and Reporting Authority 
(ACARA) incorporated Critical and Creative thinking as a general capability within its 
new national curriculum (ACARA, 2013). As schools undertake reform, the practices 
of professional teaching communities working to realise education policy is of 
increasing relevance. It is currently uncertain, though, how teachers are interpreting 
and enacting creativity through the Australian Curriculum. Understanding how 
educators interpret policy, ascribe value to creativity, and manage the influence of 
potentially transformative creative teaching practices is relevant to our current 
educational environment.  
This research emerges from the implementation of new national curriculum 
within the Primary Years of an Australian school and the trialling of a school-based 
immersion studies (IST) learning framework. The learning framework afforded 
teachers and students opportunities to explore their own creative and interdisciplinary 
practices. Accordingly, this research investigated how the learning framework 
influenced individual teachers’ perceptions, knowledge and practice of embedding 
creativity in schools.  
The research was undertaken using a constructivist/interpretivist paradigm 
(Denzin & Lincoln, 2013) and by employing a qualitative instrumental case study 
methodology (Simons, 2009). This viewpoint provided opportunities to make sense of 
Creativity in Education:  
Exploring teacher experiences of creativity through an immersion studies learning framework iii 
teachers’ individual and joint perspectives of creativity as constructed and shaped 
through their experiences of working within a community of learners while trialling 
the learning framework. The research examined how teachers’ perceptions and 
knowledge of creativity developed through their planning, pedagogy, and reflective 
practices in congruence with national curriculum requirements. The participants’ 
experiences and perceptions helped to create detailed understandings of how creativity 
can be fostered in educational contexts.  
The study involved 11 teacher participants all working within the trial learning 
framework across Primary Years 3 to 6.  The participants comprised Core classroom 
teachers and Specialist teachers who jointly worked on planning, teaching and 
implementing the learning framework. In order to understand teachers’ perceptions 
and practice, the methods of document analysis and focus group interviews were used. 
Document analysis of records of planning, teaching and learning activity enabled 
insight into teachers’ perceptions and enactment of creativity. Focus group interviews 
explored teachers’ understandings of creativity pedagogy as influenced by working 
collaboratively within the IST learning framework. Data analysis methods of 
description, analysis, and interpretation (Wolcott, 1994) in combination with 
exploratory processes of coding, categorising, concept mapping and theme generation 
were employed to interrogate and make sense of data (Simons, 2009). Extensive initial 
and repeated coding of both data sets identified common terminology, perceptions and 
practices, which were then clustered into groups and categorised.  Deeper 
understandings of the influencing elements on teacher activity were achieved from 
using both an inductive and deductive approach to data analysis and interpretation of 
text and discourse. 
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Findings from this research make several contributions to support existing 
theory surrounding the fields of creativity in education and curriculum organisation.  
In particular, the study discovered close relationships between the clustering of 
creative pedagogies and the ways in which knowledge is developed, transferred and 
constructed in creative interdisciplinary teaching and learning environments. Findings 
emerging from teachers’ records of planning, teaching and learning, and focus group 
discussions encompassed three key teaching creativity categories: context, activity and 
environment. Context involved teachers’ experiences of contextualising and framing 
knowledge, while activity encompassed teachers’ mindfulness and attention to the 
processes and strategies employed to scaffold and shape creativity within the learning 
framework. Characteristics of the conditions for teaching and learning within the 
learning framework were embodied through teachers’ descriptions of the environment. 
Evolving from the three key categories were also several interlinking sub-categories. 
These showed teachers’ knowledge of, and attention to, learning qualities, learner 
activity and emergent learner dispositions in response to the fostering of creativity. 
The research findings inform understandings of how teachers can develop knowledge, 
and lasting pedagogical practices for fostering creativity, aligned to interdisciplinary 
ways of teaching and learning while working with the Australian Curriculum in the 
Primary Years. 
The study revealed implications for curriculum policy and teacher practice.  The 
implications for policy primarily arose from teachers’ perceptions of creative learning 
in relation to content learning and assessment. Implications for teacher practice 
emerge from the measures that were undertaken within the research site to develop 
teachers’ knowledge of creativity, to the extent that they were motivated to transfer 
their understandings into other areas of the curriculum. This research discovered that 
Creativity in Education:  
Exploring teacher experiences of creativity through an immersion studies learning framework v 
the fostering of creativity and the building of creative capacity requires a commitment 
by teachers (and schools) to adopt new and novel approaches that reach beyond 
traditional curriculum delivery. 
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 Introduction 
“In this sense all that is the work of the human hand, the whole world of 
culture, is distinguished from the natural world because it is a product of 
human imagination and creativity based on imagination.” 
Smolucha (1992, p.52) 
 
 
The central aim of this study is to provide further insight into how 
schools and teachers can develop knowledge and understanding of creativity 
pedagogies that translate into lasting practices to inform curriculum delivery. 
The study emerges from the implementation of a new curriculum within the 
Primary Years of an Australian school and the trialling of a school-based 
learning framework. The learning framework was inclusive of 
interdisciplinary approaches to teaching and learning, and collaborative ways 
of working.  
This chapter is quite lengthy because it outlines the background of the 
study in local, national and international terms. Section 1.1 outlines the 
premise for the development and trialling of a school-based learning 
framework. Section 1.2 delineates the field of creativity theory relevant to this 
research and presents a definition of creativity that underpins the study. 
Section 1.3 describes the context of the study by outlining the local context of 
the school research site (Section 1.3.1) and school-based learning framework 
being trialled (Section 1.3.2). This is proceeded by an outline of the national 
context encompassing the evolution of creativity in Australian education 
policy and an analysis of the articulation of creativity in Australian 
Curriculum (Section 1.3.3). An overview of the wider international context 
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wherein the relationships between education reform and creativity have been 
outlined (Section 1.3.4). Section 1.4 explains the purpose of the study and 
details the research questions and theoretical framework. Section 1.5 provides 
an overview of the research design. Section 1.6 outlines the significance of 
the research and an overview of the remaining chapters of the thesis. 
1.1 Background 
This study seeks to build on a (unpublished) teaching and learning scan 
conducted throughout 2013 within the school I work to evaluate the presence 
of creativity in teaching and learning. The outcomes of these findings allowed 
for recommendations to be presented for the development of a school-wide, 
strategic plan for the implementation of creativity pedagogy.  
The teaching and learning scan, conducted prior to the study of focus in 
this thesis, used three data collection methods: a survey of teachers’ creativity 
conceptions; document analysis of teachers’ class activities, tasks and 
planning documents; and classroom observations. The survey of creativity 
conceptions (developed by Dr Carly Lassig) brought together data 
encompassing teachers’ perceptions of how prevalent they observed creativity 
to be among the population; its relevance to application within specified 
professional work fields; and perceived attributes and characteristics 
conducive of creativity (Lassig, 2012a, pp. 342-346). Forty-three staff from 
across all year levels (P-12) and disciplines completed the survey to identify 
teachers’ conceptions of creativity. This component of the data was analysed 
by Dr Carly Lassig, who presented several recommendations in light of staff 
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responses. Teachers also volunteered documentation of class activities, tasks 
and planning.  
In addition to the staff survey and document request, additional data 
was collected from 127 walk-through classroom observations of creativity 
teaching and learning from across the school. The observation checklist was 
composed using creativity practices and learning characteristics recognised 
through the research of Jeffrey and Craft (2004), Lassig (2012a, 2012b), 
Sternberg and Lubart (1992), and Wiggins (2013). The analysis of the 
observation data highlighted inconsistencies in applications of creativity and a 
need for the implementation of school-wide approaches to building teachers’ 
understandings of creativity pedagogy. An overall analysis of the survey data, 
from the background research conducted prior to the study of focus in this 
thesis, led to understandings of a need for increased student agency with less 
explicit teaching, a greater application of diverse approaches to problem-
solving/refining/finding, and a greater need for students to be engaged in 
creative challenges when working with discipline knowledge.  
Aligned to the findings and recommendations was the development and 
implementation of a Primary Years school-based learning framework, known 
within the school as Immersion Study Time (IST). Teachers working within 
the bounds of the study presented in this thesis were trialling the IST school-
based learning framework. The team-designed framework is described in 
detail in Section 1.3.2. A characteristic of the learning framework is that it 
drew together Specialist and Core classroom practitioners from across year 
levels and subject disciplines. This provisioned collegial exchange around the 
fostering of creativity and interdisciplinary approaches to teaching and 
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learning. Additionally, the learning framework brought together a community 
of learners who had opportunities to work jointly and collaboratively through 
choice, and to share their understandings with colleagues. This thesis study 
set out to explore teachers’ experiences and perceptions of how the IST 
learning framework fostered creativity pedagogy within the Primary Years 
context.  
1.2  An initial introduction to defining creativity in the context of 
this study 
The conceptual and theoretical field of creativity is central to this study, 
and in particular the presentation of creativity within the school teaching and 
learning environment. Out of extensive and ongoing research undertaken 
since the 1950s, and spanning a broad spectrum of theory, the following 
widely-acknowledged definition of creativity was developed: “Creativity is 
the interaction among aptitude, process, and environment by which an 
individual or group produces a perceptible product that is both novel and 
useful as defined within a social context” (Plucker, Beghetto, & Dow, 2010, 
p. 90).  
This specific explanation of creativity acknowledges the manifestation 
of creativity evolving from an interaction between people and processes 
across domains of knowledge in particular environments. Furthermore, it 
recognises a potential for being creative in the here and now, and in the 
processes of ‘doing’. In addition, the definition recognises the production of a 
perceptible product or outcome and how the social context defines whether or 
not something is creative (novel and useful). Within educational settings and 
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policy, this form of creativity can present as ubiquitous creativity (Banaji, 
Burn, & Buckingham, 2010), and is increasingly being expressed through 
national curriculum policies internationally. Ubiquitous creativity involves 
skill in having the flexibility to respond to problems and changes within real-
world and personal life (Banaji, et. al., 2010, p.69). The United Kingdom’s 
Professor Anna Craft was the first to link ubiquitous creativity with the 
spectrum of creative capability most recognised in school-age learning known 
as everyday little-c creativity, and subsequently developed the theory of 
Possibility Thinking (PT) (Craft, Cremin, Burnard, Dragovic, & Chappell, 
2013). Craft’s theories of creativity, which are explored in depth in Chapter 
Two, were drawn upon to inform this study and to help distinguish how 
teachers conceptualised and expressed perceptions of creativity within 
teaching, planning, and learning. 
1.3  Context 
This section outlines the context in which this research is situated. The 
context expands from the local, out to the national, and onto the international 
background that frame this study. I initially begin by describing the South 
East Queensland private Kindergarten to Year 12 (K-12)  school research site, 
before outlining the IST learning framework that forms the focus of my 
research surrounding creativity. From this point, I move on to outline the 
national and international contexts that have influenced understandings of 
creativity in educational thinking and policy. This includes the influences 
underpinning incentives to grow creative capability, and the challenges to 
fostering creativity in a climate of global economic reform. 
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1.3.1 The local context: The school research site 
The basis for this research grew out of a transformation in educational 
thinking and practice being undertaken by educators within a South East 
Queensland private K-12 school. The incentive for transformation within this 
local environment stemmed from acknowledgement that the longstanding 
industrialised model of education can no longer serve the needs of 
contemporary learners.  
In the six years prior to the study, the school had undertaken several key 
initiatives with its teachers as part of a determined approach to align staff 
professional development with the strategic goals of the school. These goals 
were established in response to national and international shifts in educational 
thinking and practice, and were based on research acknowledging best 
practice (Hannon, 2009).  
The first initiative to take place was the implementation of five 
transdisciplinary learning approaches in line with what the school’s Executive 
Leadership determined to be key 21st Century skills. These five approaches 
are: Creativity Thinking; Design Thinking; Entrepreneurial Thinking; Global 
and Sustainability Thinking; and Inquiry Thinking. Each skills approach is 
headed by a Head of Learning who, as a learning coach, works with staff to 
foster and build pedagogical practice and learning dispositions across a K-12 
curriculum. I am the Head of Learning Creativity, which entails working with 
subject and Year level teams across the school, along with individual 
teachers. I coach teachers one-on-one and conduct workshops to introduce or 
expand teachers’ understandings of pedagogies and strategies for teaching, 
planning and learning across all subjects and year levels. In particular, I 
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engage teachers with creativity pedagogies and practice, and support them to 
transition these into their classrooms. Within the context of this study and 
research site, however, I am taking the role of a teacher researcher. As a 
means to building deeper understandings of being a teacher researcher, I have 
outlined my epistemological and ontological viewpoints in Section 2.3. 
Further to this, my professional and personal interests for undertaking this 
study, encompassing my dual responsibilities within the research site and 
challenges to credible teacher research, are detailed in Section 4.3.3.  
This study explored the motivation for possible shifts in teachers’ 
perceptions of creativity, and potential influences to their practice, emerging 
from professional development in and around working with unfamiliar 
pedagogy. This exploration stemmed from the trialling of an IST learning 
framework within the school’s Primary Years (See Section 1.3.2, Figure 1.1). 
The research explored the IST learning framework from the participating 
teachers’ points of view and analysed their perceptions and experiences of its 
potential to foster creativity and PT in the learning environment. 
There was also the implementation of school-wide Professional 
Learning Communities (PLCs) (Harris, 2003, Harris & Jones, 2010). This 
saw the formation of combined groups of teachers and Subject Learning 
Managers (8-10), spanning the K-12 teaching continuum, come together on a 
monthly basis to share insights and experiences of teaching and learning. 
Coaches, drawn from the Teaching and Learning Committee, including Heads 
of Learning, interacted with teachers during these PLC meetings by either 
provoking or prompting deeper inquiry or discussion of practices around such 
topics as assessment for learning, the role of feedback, differentiated 
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instruction and planning processes. On occasion, these sessions also included 
discussion about the school’s five transdisciplinary learning approaches. Key 
components of these meetings were shared accountability for examining data, 
sharing practice and creating goals for growth. These exchanges helped 
establish a preliminary model for collaborative professional interaction. The 
PLCs encouraged a dialogue based on transformative action, as compared to 
dialogue oriented towards transactional or operational activity (Harris, 2003; 
Harris & Jones, 2010). Deeper understanding of how teachers can engage 
with curriculum, design learning, and establish classroom conditions in ways 
that encourage transformative dialogue of building and fostering creativity, 
has relevance to the current educational environment in which schools and 
teachers are immersed. 
A further initiative in the school has been a gradual move toward 
student-centred learning practices being promoted over instructionally-led 
approaches. Along with pedagogy encompassed within the five 
interdisciplinary learning approaches, teachers across the school were 
introduced to Project-Based Learning (PBL) and approximately 10% of 
classroom teachers conducted trials within both the Middle (7-9) and Primary 
Years (P-6). Several of the teachers within this study had begun to 
preliminarily explore opportunities of core subject PBL within their year level 
teams. Although not all teachers within this study had experimented with or 
developed PBL core subject planning and pedagogy, they were all familiar 
with the cross-curricular, real-world challenges afforded through PBL. The 
potential for teachers to draw upon preliminary understandings of PBL to 
develop more open and flexible interdisciplinary planning and creative 
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learning approaches is possible. PBL organises learning around projects 
involving complex activities based on authentic, real-world challenges, 
problems and questions (Thomas, 2000). PBL enhances learner agency by 
engaging students in decision making, problem-solving and inquiry that 
culminates in realistic products or presentations (Thomas, 2000). Many 
characteristics and dispositions of creativity (see Section 3.1) align to and can 
strengthen PBL as long as teachers are aware of what, when and how creative 
pedagogies may best be embedded into planning and learning sequences. As a 
part of PBL, creative pedagogies can guide students in how to construct, 
evaluate and respond to questions that challenge assumptions about what they 
know or about what their inquiry is telling them. Additionally, creative 
thinking can enhance interdisciplinary approaches to working with content 
knowledge that is often called upon within PBL activities. This is particularly 
the case if there is allowance for a learner’s knowledge and understanding 
from several areas to come into play in the course of problem-finding, 
refining and problem-solving. Creativity can also be fostered through PBL in 
opportunities to document, share, present and reflect on learning. For an 
elaborated description of creative thinking and creative pedagogies, see 
Sections 2.1 and 2.1.2 respectively. 
In order to discern the relationship between creativity, pedagogy and 
practice, and the development of learners’ creative dispositions, teachers need 
to have some experience and confidence in their own creative practice and the 
influence this has on learning. Throughout the introduction of IST and PBL, 
teachers within the school were immersed in the rhetoric of self-directed and 
self-determined learning, learner autonomy, learner agency, and student-
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centred learning. Understanding how teachers build knowledge of fostering 
creativity, in a landscape of changing educational rhetoric and practice, 
requires insight into the ways teachers interpret and respond to transformation 
in action. Teachers can perceive it risky to engage in transformative dialogue, 
or share understandings around new terminology and exploratory pedagogical 
approaches, especially when grappling with new curriculum and new ways of 
working. Through analysing teachers’ perceptions of their knowledge 
building and evolving pedagogical practices within the IST trial, the 
complexities of fostering creativity within a changing educational 
environment became more apparent. 
The underpinning conceptualisation of the IST learning framework 
emerged out of a confluence of factors identified as a result of the Teaching 
and Learning Survey of creativity (see Section 1.1). These findings included: 
teacher beliefs that were incongruent with the conceptualisation and fostering 
of creativity; and an excess of explicit teaching and assessment, which 
presented challenges to the school’s goal to enhance and support learner 
agency. Staff recognised that new approaches to teaching and planning would 
help to address the aim of increasing learner agency and autonomy, and in 
building skills aligned to the five interdisciplinary learning approaches.  
Teachers within the Primary and Middle Years had already 
implemented the new Australian Curriculum subjects of English, Maths, 
Science, and History/Geography. In addition to these subjects, the Australian 
Curriculum, Assessment and Reporting Authority (ACARA) (2012) pre-
empted the second roll-out of Arts and Technologies subjects into Primary 
Years classrooms. Appreciating the potential impact on time, teacher 
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planning, student learning and the classroom environment, the Heads of 
Learning Creativity and Design Thinking jointly conceived the IST learning 
framework to implement this second roll-out. After gaining initial feedback 
from the Teaching and Learning Committee, the Heads of Learning Creativity 
and Design Thinking collaboratively developed and refined the learning 
framework with Primary Years teachers. Although in its second year of trial 
at the time of writing, the IST learning framework had not yet been fully 
implemented. It should also be noted that throughout the study, the IST 
learning framework was largely co-curricular. This meant that although the 
learning involved – and complemented – academic curriculum, students were 
not being assessed or formally reported on.  
In describing the school context of this research study, it is important to 
mention that the IST learning framework was just one of multiple intersecting 
challenges and competing paradigms affecting teachers’ lives. Through the 
introduction of five interdisciplinary learning approaches, PLCs and PBL, 
teachers involved with the IST trial were navigating an array of new practices 
and concepts of working in this school.  
1.3.2 Overview of the IST learning framework 
The IST learning framework provides teachers opportunities to co-
construct planning and teaching around topics/themes and provocations 
relevant to an overarching concept. This is done in collaboration with 
Specialist and Core classroom peers from across Primary Years (P-6). 
Increased learner autonomy is also accounted for as students are encouraged 
to put forward topics/themes and provocations in line with interdisciplinary 
concepts.  
 12 Chapter 1: Introduction 
The trial learning framework sanctions the amalgamation of discipline 
content, and the softening of subject boundaries. Teachers have the 
opportunity to tap into various knowledge bases to build learner skills; raise 
learner curiosity; and encourage children to form interpretations and question 
assumptions. Teachers engage learners in these processes as a way of 
expressing and constructing learners’ understandings of the key concepts and 
their ideas aligned to these. The immersive nature of the framework allows 
teachers the scope to negotiate the presentation – or production – of 
understanding with individual learners. A diagrammatic overview of the 
schools’ IST learning framework with its interrelated components is 
presented in Figure 1.1.  Definitions for each interconnected component are 
included within the figure to support understandings of how each one links.  
The components of the IST learning framework represented in Figure 1.1 are 
explicated in Table 1.1. 
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Figure 1.1. Immersion Study Time Learning Framework Diagram. Name of School withheld 
for ethical reasons, 2014. 
 
Table 1.1 presents an outline of the aims of the IST learning framework 
and how these factors have been addressed. The left hand column of Table 
1.1 sets out the aims of the IST learning framework. These were established 
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from understandings based on findings from the prior Teaching and Learning 
Survey, the implementation of new curricula, and the school’s intent to foster 
creativity and design thinking. The right-hand column references the 
corresponding aims and articulates how these were addressed through the 
design, structure and organisation of resourcing, teaching and learning within 
the framework.  
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Table 1.1 Characteristics of the Immersion Studies Time (IST) Trial Framework 
Aims of the framework Aims addressed through framework 
 Support and develop teacher 
practice and student learning 
through collaboration with peers 
and broader community of learners  
 Allowing time and space for 
creative thinking and design 
thinking  
 Introduce and up-skill teachers 
unfamiliar with Arts and 
Technologies subject aims and 
content 
 Allowance for broader community input and 
contributions to learning, e.g.: artist/designer in 
residence; cross-year level interaction; 
parent/professional input 
 On-hand access to roaming Specialist teachers who 
can be present to collaborate with classroom 
teachers during a 2hr lesson block, and who are free 
to meet outside of class time 
 Promote and foster Creativity and 
Design Thinking within the Primary 
Years 
 Teachers provided with pedagogy resources 
 On-hand access to Heads of Learning 
 Encourage teachers to foster new 
ways of working with content and 
knowledge 
 Encourage interdisciplinary and 
transdisciplinary teaching and 
learning approaches 
 Encourage learner agency 
 Teachers encouraged to bring forth (through 
provocation) or draw upon their knowledge and 
students’ knowledge across various subject 
disciplines as a means to problem-finding, problem 
refining and problem-solving  
 Teachers provided with a common IST planning 
template (see Figure 1.2) 
 With teacher guidance, learners are encouraged to 
move beyond knowledge acquisition to knowledge 
collaboration and knowledge production 
 Encourage student-centred learning 
 Encourage new practices around 
conceptualising knowledge for both 
teachers and learners 
 Reconceptualising notions of what 
an outcome can look like 
 With teacher guidance, learners are encouraged to 
develop questions and provocations as a means of 
driving inquiry and exploration of concepts, topics 
or themes 
 Concepts and ideas are generated through 
collaboration: teacher/student, classroom 
teacher/Specialist teacher 
 Open-ended inquiry is encouraged 
 Trial form 
 Joint planning and teaching 
opportunities 
 Exploring options of presenting and 
documenting student learning 
 The accomplishment of Australian Curriculum 
(ACARA, 2012) Content Aims within subjects are 
to be identified and negotiated between classroom 
and Specialist teacher 
 Non-assessable (in trial form), student negotiated 
outcomes  
 IST learning not formally reported on to parents but 
instead showcased through learner/community 
interactive dialogue and student lead classroom 
presentations 
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Figure 1.2 presents a sample of the school’s IST Planning document. 
This was proposed to staff (early in 2014) as a format for them to jointly work 
onto and display in their classrooms as a live document.  
 
Figure 1.2. Immersion Study Time Trial Planning Template.  
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The IST planning document (Figure 1.2) acknowledges the relevance of 
underpinning discipline knowledge and skills by requiring teachers to identify 
key links to the Australian Curriculum. At the same time, learners are also 
provided opportunities to creatively activate, combine and apply their 
understandings to conceptual, thematic or real-life provocations. 
An example of how the planning document has been developed by 
teachers as a framework for learning is presented through Figure 1.3. The 
themes and provocations acted as lead-ins to guide teachers and to engage 
learners in activities or projects that involve domain-specific and 
interdisciplinary ways of working with select Arts, Technologies and/or Core 
subjects. 
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Figure 1.3. Sample of Working IST Trial Framework Segment. 
 
Section 1.3.2 provided an overview of the IST learning framework, 
wherein the year levels, teacher involvement, and nature of collaboration is 
outlined. It also described characteristics of the approaches to teaching, 
planning and learning. In addition, it outlined the aims of the framework and 
how these have been addressed through the overall design and organisation of 
teaching, learning and resourcing. 
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1.3.3 The national context: Creativity in Australian education 
policy 
Australia undertook education policy reforms on the basis of United 
Kingdom (UK) policy reforms to build creative capacity. Within Australia, 
education policy reforms initially took the form of the Melbourne 
Declaration on Educational Goals for Young Australians (MCEETYA, 
2008). Specifically relevant to this study is “Goal 2: All young Australians 
become successful learners, confident and creative individuals, and active and 
informed citizens” (MCEETYA, 2008, pp. 8-9). This declaration was soon 
followed with the production of the Australian Curriculum published through 
the ACARA where, in line with UK reforms, it outlines Critical and Creative 
Thinking within the general capabilities as ubiquitous, cross-curricular 
reasoning approaches (ACARA, 2012). Along with another six noted general 
capabilities, Critical and Creative Thinking is identified as an essential skill 
that learners require for twenty-first century living (ACARA, 2013). 
The Melbourne Declaration on Educational Goals for Young 
Australians (MCEETYA, 2008) describes creativity as being linked to 
national aspirations of building successful, confident, creative and well-
adjusted individuals who will be well positioned to cope with life’s 
challenges in an interconnected and globally competitive society. Within this 
context, creative capability is interlinked with skills in technology and notions 
of life-long learning, innovation and resourcefulness, problem-solving, 
optimism and enterprise, initiative, self-worth and being a contributing, 
productive member of society (MCEETYA, 2008, pp. 8-9). In its transition 
from a mandated goal within the Melbourne Declaration on Educational 
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Goals for Young Australians (MCEETYA, 2008) to a General Capability 
within Australian Curriculum, creativity was paired with critical thinking.  
As a conjoined General Capability, Critical and Creative Thinking is 
articulated as underpinning “flexible and analytical thinking, a capacity to 
work with others and an ability to move across subject disciplines to develop 
new expertise” (ACARA, 2012, p.14). The amalgamation of these two 
distinct thinking approaches into one capability is described as: 
Students develop capability in critical and creative thinking as 
they learn to generate and evaluate knowledge, clarify concepts 
and ideas, seek possibilities, consider alternatives and solve 
problems. Critical and creative thinking are integral to activities 
that require students to think broadly and deeply using skills, 
behaviours and dispositions such as reason, logic, 
resourcefulness, imagination and innovation in all learning areas 
at school and in their lives beyond school. (ACARA, 2012, 
p.17) 
 
Along with learning area knowledge, skills and understanding, general 
capabilities are expressed as being deliverable outcomes each student is 
entitled to receive through the Australian Curriculum (ACARA, 2012). As 
such, Critical and Creative Thinking is conceptualised in the form of a 
learning continuum that becomes progressively more complex across levels 
one to six (Foundation Year to Year 10) (ACARA, 2013, pp. 7-8). This in 
itself is interesting, as there is yet no existing agreed upon theoretical 
continuum for creative learning applicable to the schooling context. Studies in 
Possibility Thinking (PT) (see Section 2.1.4) have identified pedagogical 
stances within schooling year blocks and have validated previously known 
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dispositions and behaviours attributed to everyday little-c creative learning.  
Everday little-c creativity is defined as non-expert creative expression 
evolving from everyday activities (Beghetto & Kaufman, 2009).  However, 
the leap between these theoretical understandings, and a premise for 
presenting creative capability as a deliverable learning continuum, is not 
clearly explained through the Australian Curriculum. 
The presentation of creative thinking as a cross-curricular General 
Capability shares commonalities with theoretical understandings of 
ubiquitous everyday creativity, yet interpretations of creativity within 
Australian Curriculum (ACARA, 2012) appear to be gleaned from a broad 
array of educational texts and learning frameworks. The Australian 
Curriculum (ACARA, 2012) makes reference, and provides online links, to 
the work of Costa and Kallick (2004) “Habits of Mind”; de Bono (2009) 
“Thinking Hats”; Gardner (1994) “Multiple Intelligences”; and Erickson 
(2006), who promotes creativity and criticality as being an interwoven 
thinking process. This perhaps accounts for the many and varied 
interpretations and ascribed values expressed about creativity throughout 
Australian Curriculum (ACARA, 2012) documentation. In a singular moment 
of separation, creative thinking is defined as: 
Creative thinking involves students in learning to generate and 
apply new ideas in specific contexts, seeing existing situations 
in a new way, identifying alternative explanations, and seeing or 
making new links that generate a positive outcome. This 
includes combining parts to form something original, sifting and 
refining ideas to discover possibilities, constructing theories and 
objects, and acting on intuition. The products of creative 
endeavour can involve complex representations and images, 
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investigations and performances, digital and computer-generated 
output, or occur as virtual reality (ACARA, 2013, p.66) 
This definition does express general and consensual understandings of 
creativity (see Sections 2.1 and 3.1). However, due to creative thinking being 
combined with critical thinking as a General Capability, it is currently 
uncertain how teachers will interpret, judge and balance the delivery of 
creative thinking and creative endeavour, when compared to critical thinking, 
within planning and teaching.  
As a combined General Capability, Critical and Creative Thinking is 
defined through a set of organising elements: Inquiring – identifying, 
exploring and clarifying information and ideas; generating ideas, possibilities 
and actions; reflecting on thinking and processes; and analysing, synthesising 
and evaluating reasoning and procedures (ACARA, 2012, pp. 7-8). Using 
these organising elements, creativity (with critical thinking) is presented as a 
learning continuum. Within subject-based learning each one of these 
organising elements could easily be enacted or interpreted in either 
convergent or divergent ways depending on teachers’ understandings and 
perceptions of creativity in relation to their discipline knowledge.  
On the one hand, creativity is presented through Australian Curriculum 
(ACARA, 2012) as a ubiquitous learning disposition and behaviour, building 
conceptual and cross-curricular understandings. Yet its presentation is 
complex and muddied, defined and redefined in ways that separate it from 
valuable grounded research and theory. A more determined connection to 
teaching creatively and teaching for creativity pedagogies could further aid 
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teachers’ understandings and appreciation of fostering creative thinking as a 
valuable learner capability within and across all subject disciplines.  
The degree to which educators are deciphering ACARA’s (2012) 
theoretical presentation of Critical and Creative Thinking, and incorporating 
suggested learning approaches into classroom practice, is under-researched. It 
is uncertain how teachers are developing pedagogies to foster creativity as an 
amalgamated capability alongside critical thinking. Furthermore, the 
implementation of the organising elements as a means to building the creative 
autonomy and skill of learners runs the risk of being open to interpretation, 
especially in regard to curriculum content delivery.  
The roll-out of the Australian Curriculum signified the point at which 
learning creativity became the national responsibility of our schools and 
teachers. This expectation is further demonstrated through the Australian 
Institute for Teaching and School Leadership (AITSL) Australian 
Professional Standards for Teachers (APST) Standard 3 – “Plan for and 
implement effective teaching and learning” and, more specifically, Standard 
3.3 “Select and use relevant teaching strategies to develop knowledge, skills, 
problem solving and critical and creative thinking” (AITSL, 2011, p.12).  
The relationship between creativity, global competiveness and 
education reform is complex. The national incentive for increasing learners’ 
creative capability, balanced against opposing measures of standardisation, 
poses a problematic educational challenge. The fostering of creativity within 
classroom settings presents teachers with the challenge to cultivate and 
sustain new creative practices and pedagogies. This may well entail trial and 
error, and experimentation on the part of teachers. Teachers could easily 
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perceive such practices as overly risky and troublesome in an environment of 
high stakes school performance rankings, or accountability measures in the 
form of teacher professional standards.  
This study explored how teachers developed knowledge and 
understandings of creativity pedagogy in the process of interpreting and 
enacting policy, and while implementing a new national curriculum. The 
approaches teachers and schools take to successfully engage with and foster 
creativity in line with global trends, education reform and national curriculum 
requirements is of growing significance.  
1.3.4 The international context: Relationships between education 
reform and creativity 
Within the last two decades there has been increasing attention drawn to 
the enormous global economic transformation taking place, and the 
influences this has on all our lives. The awareness of influences evolving 
from this transformation gave credence to a general consensus that we could 
no longer depend on previous approaches to navigating or resolving 
economic, social and environmental challenges (Ambrose, 2016; Friedman, 
2006; Gore, 2006; Yong Zhao, 2013). These understandings also marked a 
point in time when the question of sustainability challenged previous 
conceptions of how we viewed global growth; we had in effect reached a new 
frontier, a socio-economic paradigm shift (Florida, 2006).  What is evident is 
that both industry and governments across the world recognise creativity as 
an important resource. As American Scholar Yong Zhao (2013) points out, 
“Creativity is no longer a choice for a select few; it has become an essential 
quality for all” (p.58).  
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From the publication of his 2005 book A whole new mind: Why right-
brainers will rule the future, Daniel Pink successfully captured the interest of 
an international audience by drawing attention to the altering workplace and 
the human talent needed for existing in a new economic time. According to 
Pink (2005) we were entering an era of great opportunity for right-brain 
thinkers; those individuals and organisations who could synthesise and 
connect seemingly isolated components as a means to perceiving and creating 
novel and original inventions. Florida (2006) termed this emerging era the 
“creative economy”, stating, “we are shifting from an economy based on 
physical inputs - land, capital, and labor - to an economy based on intellectual 
inputs, or human creativity” (p.22). Acknowledgment for the co-evolution of 
a creative, knowledge and innovation economy continues to be central to 
understanding global economic development (Dubina, Carayannis, & 
Campbell, 2012). 
In the same vein as Pink and Florida, Sir Ken Robinson’s (2006) 
popular and seminal TED talk, How Schools Kill Creativity, also helped draw 
mass attention (to date, in excess of 30 million views) to the crucial 
responsibility education has to encourage and grow creativity. Robinson’s 
talk (2006) and subsequent books (2012, 2015) highlighted the educational 
potential that creative thinking has for providing learners with opportunities 
for growth: to follow their passions into their work and personal lives; and to 
an extent determine their learning.  
During this period in time, Finnish scholar Pasi Sahlberg (2009) also 
identified the motivation for the development of creative thinking, linking this 
to two important global strategies: national economic competitiveness; and 
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sustainable ecological development. He suggested both strategies are 
dependent on the creative capital of nations and are directly linked to 
educations systems’ power to address risk-taking, creativity and innovation at 
all levels (Sahlberg, 2009, p. 58).  
The growing relationship between creative capability, the need for on-
going innovation, and the globalisation of economic activity, has bought 
about increasing political and economic influences on education (Craft & 
Jeffrey, 2008; Sahlberg, 2009). The outcome of this has brought about 
intensification in competitiveness to raise educational standards (Craft & 
Jeffrey, 2008). These influences began to emerge as common features in 
education and reform policies from the 1980s, and are characteristic of what 
Salhberg (2006) defines as the “Global Economic Reform Movement” 
(GERM) (p. 262). Features of GERM include increasing standardisation of 
education, an increased focus on core subjects (in particular literacy, 
numeracy and science), and the introduction of corporate management 
approaches within education as a means to achieve improvement (Sahlberg, 
2006). 
Sahlberg’s (2006) following diagram (Figure 1.4) illustrates competing 
discourses between global economic competiveness and international 
education reform. The dichotomy between characteristics of creativity, such 
as risk-taking and flexibility, against performance driven and standardised 
ways of responding to transformation, is most apparent. 
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Figure 1.4. Certain factors of economic competiveness and education reform. Adapted from 
Sahlberg, P. (2006).  
 
Within an environment governed by GERM is the potential for tense 
relationships between test-based accountability, accreditation, promotion, and 
both school and teacher performance (Robinson, 2015; Sahlberg, 2006). 
Within this context is the uncertainty of the extent to which accountability 
measures undermine teacher agency and autonomy over their own 
professional development and practice, and indeed a teacher’s own creativity 
(Ball, 2003; Burnard & White, 2008; Spencer, Lucas & Claxton, 2014). The 
influence of accountability measures on teacher practice can result in 
disparities between how curriculum is delivered contingent to the value 
placed on outcomes and teacher performance (Baer, 2016; Burnard & White, 
2008; Skourdoumbis & Gale, 2013; Thompson, 2010). An example of this 
was identified by Burnard and White (2008) who, while investigating 
impediments to the cultivation of creativity across curriculum subjects, 
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discovered “teaching to the test” practices across core subjects (in order to 
address accountability concerns by teachers).  
The current backdrop of increased political and economic influences on 
education diminishes the likelihood for innovative educational practices, 
involving trial and error, to evolve (Burnard & White, 2008; Sahlberg, 2009). 
Added to an educational climate influenced by GERM has been the adoption 
of test-based accountability policies, as in the example of Australian school 
rankings in the National Assessment Programme – Literacy and Numeracy 
(NAPLAN) (ACARA, 2012). Within this context, the trialling of a school-
based learning framework and creativity pedagogies presents as being 
experimental, alternative and risky to both learner outcomes and teacher 
performance. 
In a global environment of economic competiveness and educational 
reform, the two countries of Finland and Singapore have stood out around the 
world as having attained high performing education systems (Darling-
Hammond & Rothman, 2011). Each has undertaken significant educational 
reform over the last 20 years. Their schools’ overall achievements have 
consistently placed them in the top percentile of international educational 
benchmarking gained through the Organisation for Economic Co-operation 
and Development (OECD) Programme for International Student Assessment 
(PISA) (OECD, 2011). The successes of Finland and Singapore have drawn 
attention from many other nations seeking solutions to their own education 
reforms.  
Finland attributes its reform success to several key initiatives: 
upgrading the rigour and length of teacher training; equipping teachers to 
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diagnose learning difficulties and design timely interventions through 
differentiated instruction; the introduction of a comprehensive school system 
to serve students from all walks of life; developing an education system in 
close alignment with its economy and social structure; cultivating learner 
dispositions and habits of mind often associated with innovators such as 
creativity, flexibility, initiative, risk-taking and the ability to apply knowledge 
in novel situations; and a focus on innovation and entrepreneurship as 
continued drivers of progress (OECD, 2011). 
Singapore’s education reform has shifted through several stages since 
independence in 1965. Since 1997, it has been in what it termed as the 
“ability-based, aspiration-driven phase” (OECD, 2011, p. 162). Underpinning 
Singapore’s reform was acknowledgement for a necessary paradigm shift in 
its education system due to growth of the global knowledge economy, 
requiring a focus on innovation, creativity and research (FitzPatrick, 2015; 
OECD, 2011). Singapore is described as having “moved from a purely 
knowledge-transmission education model to one that emphasised creativity 
and self-directed learning” (OECD, 2011, p. 166). 
Finland and Singapore have gained international recognition through 
their outstanding educational achievements and for their high performance on 
standardised testing through PISA as evidenced by the OECD (2011). Of 
interest is how these countries have endorsed the importance of growing 
creative capability as a national imperative, although each have approached 
this from different premises. Their educational achievements serve to 
highlight the challenge for students to learn new skills and mindsets, and for 
teachers to adopt new practices. This is especially so within a climate of 
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accountability and standardisation, and where creativity is linked to economic 
competitiveness and prosperity (McWilliam & Haukka, 2008)  
1.4 Purpose 
The purpose of this study focuses on investigating the processes and 
activities teachers undertake to foster creativity within their curriculum 
planning and how teachers express their understanding of creativity 
pedagogies whilst working within the IST learning framework. The study is 
seeking to determine how and to what extent participation in the learning 
framework influences teacher perceptions and practice of creativity 
pedagogy.  
In framing the research questions for the study, consideration was given 
to the kinds of primary and secondary evidence that could be gathered to 
demonstrate how shared understandings of creativity may be developed 
amongst teachers working within the stated framework. A focus was the 
relationship between teacher engagement in peer collaboration and the 
contextualisation of these understandings in classroom planning and practice. 
To this end, the main research question was:  
How does an existing school-based immersion studies learning 
framework influence individual teachers’ perceptions, 
knowledge, and practice of embedding creativity in schools?  
The significance of this question is the identification of influences on 
teacher practice stemming from involvement in a collaborative school-based 
learning framework allowing engagement with creativity. In particular, the 
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findings will detail these educators’ experiences as they endeavoured to share, 
adopt and embed creativity pedagogy across subject disciplines. 
The question requires insight into how and why classroom teachers and 
Specialist teachers collaborate to build understandings and perceptions of 
creativity pedagogy. The question also requires investigation into how 
teachers translate and transform perceptions and knowledge into their 
practice. Two sub-questions were developed in order to thoroughly respond to 
the main question. 
Sub-question 1: How does an IST planning and learning 
framework influence teachers’ understandings of creativity 
pedagogies? 
The aim of this question was to gain an insight into the elements at 
work surrounding teacher collaboration, knowledge sharing and knowledge 
building. Understandings of the social processes and organisational structures 
that influenced teachers’ involvement and openness to fostering creativity and 
participation in a professional culture of collaboration were detailed. These 
understandings are especially necessary if sustained and transferrable 
approaches to developing teacher practice in this field are to be implemented 
after the trial.  
Sub-question 2: In what ways do teachers’ perceptions of, and 
values about, creativity translate into their classroom activity?  
This question was framed to explore how teachers plan and implement 
programmes embedding creativity into their teaching. It sought to explore 
how teachers’ perceptions and values regarding creativity influenced their 
planning. The question also sought insight into the ways in which creative 
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pedagogies can be employed by teachers to work with, and across, discipline 
knowledge. In addition, this question sought to understand teachers’ 
experiences as they endeavoured to cultivate collegial understandings of 
creativity for the purpose of engaging practices. Answering this question 
required analysis of the extent to which these experiences influenced the 
implementation of ubiquitous creativity across learning experiences.  
The research questions consider the conceptual field of creativity theory 
and in particular the spheres of teaching creatively, teaching for creativity and 
ubiquitous creativity (as perceived through Craft’s (2000) theory of 
Possibility Thinking). The findings from this case study research could 
inform educators working with national curriculum reform to foster creativity 
within their programmes and classroom practices. Findings from the research 
could also inform practices of implementing professional development in 
relation to teaching creatively, teaching for creativity, and Possibility 
Thinking within the Primary Years. 
1.5 Research Design 
This case study research focuses on understanding the experiences of 
teachers over an 18 month time frame within one South-East Queensland K-
12 school who embarked on trialling a school-based learning framework 
within the Primary Years. This study sought to interpret teachers’ perceptions 
and knowledge building when developing professional understandings of 
creative pedagogies.  
As the IST learning framework incorporates elements from the 
Australian Curriculum, theories of creativity, and teacher professional 
 Chapter 1: Introduction 33 
development of combining these elements with interdisciplinary ways of 
working, the study encompasses understandings and perspectives that reach 
beyond the immediate research context. For this reason, it was felt the 
methodology best situated to gain rich data would be a qualitative 
instrumental case study. 
Instrumental case study methodology emerged from theories of 
qualitative inquiry used extensively within the social sciences from the late 
1960s and 1970s (Simons, 2009). Stemming from the restrictive nature of 
quantitative methodologies to capture the complexity of programmes and 
practices within sociocultural contexts, this form of data collection and 
evaluation evolved as a means for capturing responsive issues and 
perceptions of stakeholders and participants iteratively throughout a study 
(Simons, 2009). Furthermore, case study is particularly suited to capturing 
teachers’ experiences and interactions as it provisions the exploration of 
contemporary phenomenon in situ using a variety of data sources (Baxter & 
Jack, 2008). 
1.6 Significance of this research 
The building of creative capability has been identified as an important 
national goal in Australia (MCEETYA, 2008). It is currently uncertain, 
though, how teachers are interpreting and enacting creativity through the  
Australian Curriculum. Contiguous to the ambiguity of how creativity is 
being interpreted and enacted through the Australian Curriculum, are the 
performative influences placed on teachers. Australian school rankings in the 
NAPLAN, and the international benchmarking gained through the 
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OECDPISA, all factor in a broader debate surrounding teacher performance, 
productivity, industry demands and government aims to build cultural and 
creative capital.  
The challenge for educators is to avoid approaching creativity as an 
imposed, top-down directive that requires another layer slotted into a weekly 
plan. With the roll-out to final phases of the Australian Curriculum underway, 
and 17 subjects potentially presenting as components of the Primary Years 
learning landscape, teachers may already feel pressure in meeting course 
work timelines and state-mandated outcomes. In light of the Melbourne 
Declaration (MCEETYA, 2008) and roll-out of the Australian Curriculum 
there is, however, only limited research to shed light on teachers’ experiences 
of developing creativity practices within the Australian context. It is 
anticipated that from exploring the experiences and perceptions of teachers 
undertaking this journey that the research will provide deeper insights to 
inform the implementation of creativity within curriculum programmes.  
Whether teachers perceive the enactment of creativity pedagogies as 
either aiding or impeding learners’ knowledge requirements with regard to 
national standardised testing demands has implications for the fostering of 
creativity. How teachers implement planning (fostering creativity) balanced 
against their awareness of standardised testing requirements has relevance to 
the trialling of new and previously unknown practices, as in the case of the 
IST learning framework at the centre of this research.  
Teachers’ own creative performance is also under scrutiny at this time. 
At a similar time to creativity entering international education reforms, so too 
has been incentive to measure teacher performance (Craft, 2011b). On the one 
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hand, uncertainties are expressed by teachers who feel inhibited to be creative 
practitioners with the measures of performance hanging over them (Ball, 
2003; Burnard & White, 2008; Spencer et al., 2014); on the other, there is an 
incentive to build creative capability through national curriculum incentives 
(Briggs, Maurice, & Stenger, 2013: Craft, 2008, 2011b). The ways in which 
classroom teachers balance their professional development and enactment of 
creative practice against familiar customs in support of meeting standardised 
and measurable indicators such as NAPLAN has relevance to the promotion 
of creative thinking in schools. Approaches that enhance students’ beliefs in 
their own creative ability and support learner autonomy require time and 
space for students to make mistakes, take risks and test out ideas (Beghetto, 
Kaufman, & Baer, 2015: Jeffrey & Craft, 2004; Lassig, 2012b; Wiggins, 
2013). Fostering pedagogies in support of this requires teachers to develop 
learner-centred environments, be comfortable with ambiguity, and become 
co-participants in the knowledge building process taking place (Beghetto et 
al., 2015). This is contrary to an education environment that purposefully 
elicits ‘right’ answers, often required in standardised approaches to learning. 
Teaching creatively involves accepting and valuing learners’ counter 
perspectives as a means to collaboratively problem-solving, problem-refining 
and problem-defining within the classroom (Cremin et al., 2006). 
Standardisation and accountability factors such as those described 
above have the potential to either subtly or overtly shape the delivery of 
creativity in the classroom. The possibility of tensions arising from challenges 
to teachers’ perceptions of their practice in relation to student learning have 
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bearing on the adoption of creative pedagogies, and the value teachers 
attribute to creativity within broader learning contexts. 
Within an environment of increasing accountability, the transition from 
familiar, traditional practices requires a deep commitment by teachers to trial 
and adopt new practices (McWilliam, 2008). Understandings of teacher 
practice though, have historically been shaped by the industrialised model of 
education, which supports the premise of the teacher as ‘gate-keeper’ to the 
knowledge delivered within a classroom. McWilliam (2008) described this 
delivery system approach of teaching as sage-on-the-stage. In this sense, the 
teacher is a learned advisor, delivering content and skills to students who 
predominantly rehearse and preserve imparted information for a future 
application, should the need arise. However, within the interconnected world 
that technology now provides, knowledge acquisition and its utility is no 
longer discipline bound, restricted by place, or defined by space and time 
(Jewitt, 2009). Notions of the sage are useful, though, in helping to 
understand the historic divide between the transference of knowledge and its 
real-world utility; these notions fill the gap between a dated industrialised 
education model of connecting pupils with facts and procedures, and the 
technologically driven world of openly sourced and accessible knowledge 
today’s learner inhabits. 
 Transitional shifts in teaching style from McWilliam’s (2008) sage-on-
the-stage, to the more generally present guide-on-the-side practices have 
served to shift attention from the teacher to the learner. A more provocative 
methodology described as meddler-in-the-middle is necessary to address the 
many challenges a contemporary world presents (McWilliam, 2008). 
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Teaching creatively and teaching for creativity practices (refer to Table 2.1) 
parallel qualities of the meddler. This is because these approaches disrupt 
formalised or prescriptive teacher practices in regard to how teachers engage 
learners in knowledge building and increase learner autonomy. Furthermore, 
teaching creatively and teaching for creativity provision participatory and 
collaborative approaches from teachers repositioning themselves as 
knowledge explorers/provocateurs with and alongside their learners 
(McWilliam, 2008). This study contributes understandings of how teachers 
can be supported and encouraged to develop teaching creatively and teaching 
for creativity practices whilst fostering cross-curricular creative thinking. 
 To avoid rigid, discipline-bound approaches to teaching and learning, 
stemming from an overcrowded Australian Curriculum, the amalgamation or 
melding of discipline boundaries is required. The IST learning framework 
allows Core teachers to work jointly with specialists from across Arts and 
Technologies areas. The ways in which teachers develop new understandings, 
either as co-participant learners alongside their peers or as co-constructors of 
learning programmes for students, has implications for how creative thinking, 
as a General Capability (ACARA, 2012), is mobilised as an interdisciplinary 
teaching and learning approach. This study presents insights into the ways 
teachers collaborate and interact within interdisciplinary teaching and 
learning environments to develop practices for fostering creativity.  
In presenting creativity as a cross-curricular thinking disposition, the 
Australian Curriculum implies creativity is a ubiquitous way of thinking. As 
an expressed national goal within the Melbourne Declaration on Educational 
Goals for Young Australians (MCEETYA, 2008), creativity is also denoted as 
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an economic imperative. Creativity perceived as being either ubiquitous or as 
an economic imperative is, however, only two of several dominant rhetorics 
of creativity seen as emerging from education policy documents identified by 
UK scholars Banaji and Burn (2007). Others include creative genius; 
democratic and cultural reproduction creativity; creativity as a social good; 
play and creativity; creativity and cognition; creativity and new technologies; 
and the creative classroom (Banaji & Burn, 2007). Each of these creative 
intents carries with it associated values stemming from traditions in 
philosophical, educational, political and psychological thought (Banaji & 
Burn, 2010). This study examines the manifestation of creativity and the 
associated perceptions around creativity that form within an environment of 
collaborative learning inclusive of Core classroom and Specialist teachers, 
outside experts, and students. 
How manifestations of creativity evolve within a community of 
learners, who are jointly planning and teaching, has significance for the cross-
curricular creative thinking being articulated through the Australian 
Curriculum. What is certain is that teachers, like all of us, will have inherent 
preconceptions of creativity. This study presents understandings of how 
flexible and open to transformation teachers are under circumstances in which 
preconceptions are challenged. These understandings might identify what can 
be done to support this process and help transit creativity from policy to 
practice more seamlessly. 
As schools undertake reform, the practices of professional teaching 
communities working to realise education policy is of increasing relevance. 
Appreciating how educators interpret policy, ascribe value to creativity, and 
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manage the influence of potentially transformative creative teaching practices 
is relevant to our current educational environment. This research presents 
valuable evidence that contributes to deeper understandings of how teachers 
are able to build value and knowledge of creativity and pedagogy to support 
learners’ engagement in creative thinking. In providing evidence of teachers’ 
perceptions and knowledge building of creative pedagogy, the study’s 
significance may reach teachers, school leaders and possibly policy makers. It 
is hoped that this research provides insights that could improve the fostering 
of creativity within the Australian school context. 
1.7 Summary 
Section 1.1 of this chapter introduced the study, and provided a 
background into how the basis for conducting the research evolved. An 
introduction to the working definition of creativity utilised in this research 
was introduced in Section 1.2.  
Section 1.3 introduced the context of research as a single South East 
Queensland private K-12 school. The school is in the process of transforming 
its long-standing industrialised model of education in response to shifts in 
educational thinking and policy. The research undertaken explored the IST 
learning framework from the participating teachers’ points of view and 
analysed their perceptions and experiences of its potential to foster creativity 
and Possibility Thinking.  
Section 1.3 also provided an overview of the relationship between 
education reform and the building of creative capability. It highlighted the 
increased value being attributed to creativity and the challenges this shift in 
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attitude presents for teachers and schools. The building of creative capital 
internationally has been linked to navigating global challenges bought about 
through economic, social and environmental challenges (Florida, 2006; Pink, 
2005; Robinson, 2006). This section has outlined many of the influences 
underpinning incentives to grow creative capability, and the challenges to 
fostering creativity in a climate of global economic reform (Baer, 2016; 
Burnard & White, 2008; Craft & Jeffrey, 2008; Sahlberg, 2009). These 
influences have been explored in relation to Australian education policy and 
the emergence of creativity as a target outlined within the Melbourne 
Declaration on Educational Goals for Young Australians (MCEETYA, 
2008), and as a General Capability within Australian Curriculum (ACARA, 
2012).  
Section 1.4 presented the purpose of the study, outlining the research 
questions used to investigate the processes and activity of teachers who 
undertook fostering creativity within their curriculum planning and teaching. 
This section also detailed the significance of each question and its 
relationship to exploring teachers’ perceptions and experiences of their 
knowledge-building of creativity. Section 1.5 briefly outlined the reasoning 
for selecting a qualitative instrumental case study as the most appropriate 
methodology to explore teachers’ experiences and interaction within the 
research site. 
Section 1.6 outlined the significance of the research in relation to the 
implementation of creativity through national curriculum; performative 
pressures teachers need to navigate in regard to standardisation and 
accountability measures, challenges creativity and performative measures 
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present to shifting and developing new practices, and perceptions and values 
teachers can inadvertently or overtly ascribe to creativity in education. 
1.8 Thesis Outline 
Chapter 2 provides an overview of the conceptual and theoretical 
underpinnings of creativity on which this study is based. Chapter 3 is the 
literature review, where studies relevant to identifying and working with 
creativity within school educational settings are examined in relation to the 
research that was undertaken. Chapter 4 presents the research design. This 
chapter details data collection methods and analysis, along with outlining the 
procedures and timelines. Following on from this are the ethical 
considerations. Chapter 5 contains a detailed presentation and evaluation of 
the data findings. Chapter 6 is a discussion of the findings, inclusive of 
implications for theory and practice, and limitations of the study prior to the 
conclusion of this thesis. 
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 Theory Encompassing the Conceptual Field of Research 
on Creativity 
This chapter presents an analysis and synthesis of theory underpinning the 
conceptual field of creativity drawn upon for this study. These theories provide a 
foundation for analysing teachers’ perceptions, knowledge, and practice of creativity 
in relation to the utility of the IST learning framework. Of particular relevance to this 
study are theories and understandings of creativity surrounding the manifestation, 
presentation, and enactment of creativity within the contemporary education context.  
Section 2.1 provides an overview of the spectrum on which people exhibit creativity.  
In Section 2.1.2, I provide definitions of creativity pedagogies and practice that have 
relevance to school learning contexts. Next, Section 2.1.3 explores known 
manifestations of creativity pedagogies and practices within school learning as a 
response to national curriculum. These manifestations are examined in regard to their 
potential emergence within the IST learning framework. Section 2.1.4 provides an 
introduction to the theory of Possibility Thinking (PT) and common PT creative 
pedagogies. This theoretical overview will facilitate a more detailed understanding of 
the potential complexity of interactions between the encompassing ontological and 
epistemological components central to this research. An overview of theory 
encompassing the conceptual fields of research on creativity is presented in Section 
2.2. Following on from this, in Section 2.3, I provide the epistemological and 
ontological viewpoint of this study in relation to the creativity theory presented. 
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2.1 Creativity 
2.1.1 Defining Creativity 
Over the past fifty years or more, there has been much international research 
undertaken in the field of creativity. In order to conceptualise creativity within the 
bounds of this study, I will begin with Plucker, Beghetto and Dow’s (2010) widely 
accepted definition: “Creativity is the interaction among aptitude, process, and 
environment by which an individual or group produces a perceptible product that is 
both novel and useful as defined within a social context” (p. 90) (as noted in Chapter 
1, p. 4). When contextualised to this study, this definition applies to teachers working 
within the IST learning framework who are collectively producing planning as a 
means to building perceptions of teaching creatively and teaching for creativity, and 
who are undertaking a process to foster creativity and PT within their programmes. 
 The spectrum on which people exhibit creativity is recognised through 
Beghetto and Kaufman’s (2009) continuum. This was later extended by Lassig 
(2012) to include educational creativity. The continuum comprises five levels of 
creativity: 
1. Big-C or eminent creativity describes remarkable, lasting and recognised 
creative contributions which are often domain specific (Beghetto & 
Kaufman, 2009). These contributions transform the thinking or 
conceptualisation of a domain or field of research (Beghetto & Kaufman, 
2009). Due to the advanced nature or magnitude of such contributions, 
recognition may not even be attributed within the creator’s own lifetime 
(Beghetto & Kaufman, 2009).  
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2. Professional Expertise or Pro-c Creativity defines individuals who are 
professional creators, but who have not reached eminent status (Beghetto & 
Kaufman, 2009). Their creative traits are likely to be domain-specific and at 
a professional level of expertise, developed from long periods (up to 10 
years or more) of practice and refinement in a given field (Beghetto & 
Kaufman, 2009). Although valuable to understand in terms of a spectrum or 
trajectory of creative ability, due to their very definition, these forms of 
creativity are unlikely to present themselves within a school classroom 
environment.  
3. Everyday or little-c creativity, however, is focused on everyday activities, 
and has an emphasis on recognisable creative expression that non-experts 
may participate in each day (Beghetto & Kaufman, 2009). Due to its 
expressive trait, little-c creativity also has the potential to manifest itself 
through artefacts or symbolic modes of self-expression.  
4. Through research conducted with school students, Lassig (2012a) identified 
another type of creativity defined as ed-c or educational creativity. 
Although similar to little-c, this form of creativity describes outcomes that 
are novel and useful for the purpose of learning or achievement in formal 
educational environments (Lassig, 2012a). The creative processes and 
products developed through ed-c are therefore influenced or determined by 
the external constraints of the educational context in which they have 
evolved (Lassig, 2012a). This form of creativity is directly influenced by 
teacher activity. This influence raises uncertainty around how well teachers 
either understand or enact the associated practices in terms of consistently 
fostering learners’ creative autonomy throughout their schooling. Teachers 
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unfamiliar or uncomfortable with the potential challenges learners’ creative 
dispositions present to their learning environments could unwittingly limit 
the very dispositions that foster learners’ creativity.  
5. The final category within the creativity spectrum is known as mini-c, and is 
defined as individually meaningful and original interpretations of 
experiences, actions, and activities (Beghetto & Kaufman, 2009). Moran 
and John-Steiner (2003) argued that a distinguishing characteristic of early 
childhood creativity was recognition for the process of initial creative 
conceptualisation, or the act of transforming incoming information and 
mental structures. This expression of creativity can be witnessed through 
children’s play activity, and in the inventive and imaginative solutions 
children come up with to transform seemingly boring or inert objects into 
items of fascination and wonder. An example of this could be when a child 
uses a kitchen sieve as something to place on their head, or when a box 
quickly becomes a shelter or vehicle. Due to their nature, mini-c, ed-c and 
little-c categories fall within the creativity continuum most likely to be 
present and identifiable amongst learners in a classroom. As such, these 
constitute the spectrum of creativity teachers will more often be attempting 
to foster to engage learners.  
In the pursuit of cultivating mini-c, ed-c and little-c traits, teachers’ approaches 
to planning and classroom practice must make allowance for learners to develop 
novel and useful outcomes that are creatively produced. In order to achieve this 
authentically, the conditions for learning must be conducive to fostering creative 
autonomy and provision learners’ PT. This requires teachers to actively plan for an 
environment that encourages learners to develop and exhibit creative mindsets. 
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Furthermore, it necessitates teachers to understand and value how creative 
dispositions scaffold knowledge development and utility. 
Figure 2.1 is a diagrammatic spectrum of creativity as described through the 
abovementioned theories (Beghetto & Kaufman, 2009; Lassig, 2012a) beginning 
from mini-c progressing to Big-C. 
 
 
Figure 2.1. Spectrum of Creative ability. Adapted from  Beghetto, R. & Kaufman, J. (2009); and 
Lassig, C. (2012a). 
 
2.1.2 Creativity Pedagogy and Practice  
In regard to preparing teachers to foster creativity through national curriculum, 
the UK has led the way. In order to scaffold teachers’ understandings of what 
constituted creative practices within school contexts, the UK 1999 National Advisory 
Committee on Creative and Cultural Education (NACCCE) outlined and made 
Big-C
•Defines eminent individuals whose creative contributions advance or transform thinking and 
conceptualisations within a domain or field of research. These contributions may be of Nobel Prize-winning 
status, or on such a magnitude that they unfortunately go unrecognised for many years. 
Pro-c
•People falling into this area of the spectrum are recognised as possessing domain-specific expertise. 
Although not of eminent status, Pro-c creators are known to practice for up to 10 years to reach an 
acknowledged level of expertise within a field (or domain). Their degree of expertise sets them apart from 
others within the same area of practice or field of research.
Little-c
•Little-c contributions encompass non-expert and everyday creative activity and expression. This form of 
creativity is present within our daily lives. It can include such things as performing in a choir or undertaking 
individual pursuits culminating in novel and useful products that are recognised and valued by others. 
ed-c
•This area of the spectrum defines prescribed creative activity undertaken by students for the purpose of 
learning or acheivement within formal learning environments. Although individuals may produce novel and 
useful creative outcomes, these are determined by external constraints of the educational context in which 
they evolved (Lassig, 2012).
mini-c
•This area of creativity is very often aligned to the manifestation of childhood play and imagination. It 
encompasses initial creative conceptualisation through the transformation of information and mental 
structures. This can be seen through the novel and personally meaningful interpretations of experiences, 
actions and events children can play out and explore.
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distinctions between three interrelated constructs to foster and guide engagement in 
creativity: teaching creatively, teaching for creativity and creative learning (Craft, 
2003). Teaching creatively is defined as “teachers using imaginative approaches to 
make learning more interesting, exciting and effective”, whereas teaching for 
creativity describes “forms of teaching that are intended to develop young people’s 
own creative thinking or behaviour” (Joubert, 2004, p. 22).  
Ongoing debate about the definition of creative learning resulted in agreement 
that it is not a distinctive process in itself (Craft, 2008a). After conducting research 
into adolescent conceptions of creativity, Lassig (2012a) interprets creative learning 
as “students having autonomy and ownership of their learning, enabling them to 
develop and use their imagination and experience to think and learn in ways that are 
novel and meaningful to them (and perhaps, but not necessarily, to others)” (p. 12). 
In light of current debate, this is a useful definition for teachers to consider as it helps 
focus attention back on learner experiences of creativity. In addition, I would assert 
this definition recognises the underpinning implementation of learner inclusive 
pedagogies to support learner agency within the school learning context. 
Within this study, creative pedagogies are viewed as imaginative approaches 
and innovative understandings teachers adopt and express, in regard to their practice, 
whilst endeavouring to fostering students creativity in the context of school learning. 
Drawn from the research of Groham and Szmidt (2013), Jeffrey and Craft 
(2004), Lassig (2012a), Sternberg (2006), Sternberg and Lubart (1992), and Wiggins 
(2013), the following defining attributes and characteristics of teaching creatively 
and teaching for creativity pedagogies and practice have been collated into the 
following Table 2.1.  
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Table 2.1. Commonly Recognised Characteristics of Teaching Creatively and Teaching for Creativity. 
Adapted from Groham and Szmidt (2013); Jeffrey and Craft (2004); Lassig (2012a); Sternberg 
(2006); Sternberg and Lubart (1992); and Wiggins (2013). 
Teaching Creatively Teaching for Creativity 
 Building a diversity 
of experiences in to 
the learning focus. 
 Providing children 
opportunities to 
express and explore 
knowledge 
understandings 
through a variety of 
mediums. 
 Making learning 
relevant through 
approaches to 
curriculum and 
pedagogy. 
 Encouraging student 
ownership and 
control of learning, 
and introducing a 
co-participative 
approach to 
classroom 
experiences. 
 Creating an 
atmosphere of 
excited anticipation 
around each new 
learning ‘journey’. 
 Building self-efficacy by helping 
students believe in their own ability to be 
creative. 
 Identifying and drawing attention to the 
value of creative contributions across a 
spectrum of disciplines. Reward and 
value student’s contributions. 
 Providing flexible, interesting and well-
resourced learning environments 
inclusive of a variety of equipment, 
materials and technology. 
 Modelling and fostering learners’ 
tolerance for ambiguity by identifying 
lateral, flexible, experimental and 
process-orientated approaches to thinking, 
generating and representing ideas. 
 Teaching learners to construct, evaluate 
and respond to questions that challenge 
assumptions. 
 Challenging learners to ask and answer 
thought-provoking questions that 
highlight different and divergent ways of 
thinking. 
 Providing opportunities for 
interdisciplinary thinking. 
 Encouraging experimentation, 
exploration and “trial and error” as a 
process of problem-finding and problem-
redefining. 
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Continued - Table 2.1. Commonly Recognised Characteristics of Teaching Creatively and Teaching 
for Creativity. 
Teaching Creatively Teaching for Creativity 
 Adapting strategies to the 
appropriate age range, context 
and individual. 
 Thinking carefully about 
personal values, goals and ideas 
about creativity and modelling 
these through actions. 
 Balancing teaching content with 
teaching how to think with and 
about the content. 
 Providing access to experts or 
professionals who model 
creativity. 
 Challenging learners to solve 
open-ended problems to 
discover alternate routes of 
thinking and doing 
(encouraging PT and ideation). 
 Encouraging debate, discussion 
and collaboration as a means of 
exploring, building and 
reflecting on knowledge 
(building learner agency). 
 Providing targeted, relevant and 
constructive feedback focussing 
on learners’ potential as 
opposed to limitations. 
 Providing time for deep 
immersion and meta-cognitive 
thinking. 
 Providing opportunities for 
students to share and showcase 
their learning. 
 
Findings from the previously-noted researchers were purposefully selected as 
their work has strong links to this research. Jeffrey and Craft (2004) articulated deep 
understandings of the presentation of everyday little-c creativity in school contexts, 
whereas Lassig’s (2012a) research introduced understandings of ed-c and its 
manifestation, along with personal and everyday creativity, in school settings. 
Sternberg (2006) and Sternberg and Lubart (1992) identified a raft of pedagogies that 
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are applicable to numerous education contexts, while Wiggins’ (2013) research (refer 
to Chapter 3) outlined pedagogies relevant to working in cross-curricular, 
interdisciplinary creative environments that has significance to the IST learning 
framework. 
Researchers have cautioned against forming bound distinctions between 
teaching creatively and teaching for creativity out of concern educators may adopt an 
either or approach to their practice; rather, it would appear these two constructs work 
best when operating in unison (Craft, Jeffrey, & Leibling, 2001; Jeffrey & Craft, 
2004; Craft, 2008a). Many of the qualities outlined in Table 2.1 may well challenge 
teachers to engage with unfamiliar practices and pedagogy, especially those that 
encourage learner agency and modes of learning which promote open-ended inquiry.  
The transformative potential that teaching creatively and teaching for creativity 
may have on educational practices and school environments has been noted by 
researchers in the field (Beghetto et al., 2015; Cochrane & Cockett, 2007; Craft, 
2003, 2008b; Hayes, 2011; Jones, 2011; Robinson & Aronica, 2015; Sefton-Green, 
2011). This study charted teachers’ perceptions and reflections of identifiable aspects 
of the trial they believe influence their teacher practice. These influences were 
defined within the bounds of the trial and help to determine the success (or not) of 
the IST learning framework in its capacity to either constrain or mobilise teaching 
creatively and teaching for creativity. 
2.1.3 Emerging Rhetorics of Creativity in Education  
In the context of this study, attention has been drawn to divided expectations 
and competing intentions for the role creativity has to play in building educational, 
cultural and economic capital (Craft, 2008b). Creativity evolves and presents itself in 
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a myriad of ways, and to varying degrees, through our thoughts, responses, and 
interactions with the world around us. The identification of nine distinctive rhetorics 
of creativity seen emerging from UK school education curriculum and policy was 
first identified by Banaji and Burn (2007). These distinct conceptions help to further 
highlight the spectrum of values that act as motivators for creative endeavour. The 
history of creativity within UK school curriculum dates back to 2002 with the 
formation of a national programme known as Creative Partnerships. Australian 
education policy exhibits influences from the UK approach to building creative 
capacity as seen through the adoption of creativity as a goal within the Melbourne 
Declaration on Educational Goals for Young Australians (MCEETYA, 2008). 
Distinguishing between Banaji, Burn and Buckingham’s (2010) rhetorical stances is 
of value if one is to track the inception of ubiquitous creativity through research, and 
to critically evaluate its potential evolution within the trial. Furthermore, as 
ubiquitous creativity is inherent through the Australian Curriculum general 
capabilities (ACARA, 2012), it is worthwhile to initially recognise what ubiquitous 
creativity is not, before exploring its characteristics. Discerning between each 
rhetorical stance also allows for a detailed understanding of the specific pedagogies 
that define common creative and PT pedagogies within Primary Years teaching in 
this study. This research charts teachers’ perceptions of the transition of ubiquitous 
creativity into planning, teaching and learning.  
In identifying and classifying each rhetorical stance, Banaji et al. (2010) noted 
three distinguishable characteristics: each elaborate structures drawn from unique 
practices within philosophical, educational, political and psychological thought; each 
is composed or organised to persuade, gain consensus or in some contexts act as an 
intervention; and each generate discursive frameworks that can be learnt and picked 
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up on by participants.  Outlined in Table 2.2 is a summary of each distinctive rhetoric 
as described by Banaji et al. (2010) and each stances relevance to this study. 
Table 2.2 Summary of Rhetorics of Creativity in Education and their relevance to this study. 
Adapted from Banaji et al. (2010). 
Rhetorical 
stance 
Description of rhetorical 
stance by Banaji, Burn and 
Buckingham (2010)  
Relevance of stance to this study 
Creative 
genius 
Argues for creativity as a 
special quality of a few 
individuals. 
Some teachers may well perceive individual students as 
being more or less creative than others. The IST 
learning framework, though, immerses all students in 
some form of creative activity. Many of these activities 
include collaborative thinking and working, making it 
difficult to attribute creative genius to individuals.  
Democratic 
and political 
creativity 
Anti-elitist, focuses on 
meaning generated from 
popular culture. 
This research explores the collaborative knowledge 
building and enactment of understandings among a 
community of learners; as such it is unlikely this stance 
would evolve within the Primary Years setting of the 
IST learning framework. 
Creativity as 
social good 
Seen as a tool for 
empowerment and 
ultimately social 
regeneration. The main 
criticism of creativity as 
social good stems from it 
being firmly rooted in arts 
practice, thus blurring the 
line between creative 
production and cultural 
consumption. 
This stance may have implications for teachers planning 
within the IST framework. Arts and Technologies will 
be disciplines teachers are working with through 
interdisciplinary approaches (and gaining specialist 
support with when requested). One topic of relevance 
might be how teachers conceptualise the innate creative 
and aesthetic qualities attributed to specific Arts and 
Technologies content and skills within planning, and 
whether teachers perceive these as being either 
compromised or promoted as a means to fostering 
creativity across numbers of subjects. Under this stance, 
these subjects may become a means by which teachers 
(Core and/or Specialist) in the study rationalise the 
planning of certain learning activities, and perceive the 
social value of fostering creativity.  
Creativity as 
economic 
imperative 
Links creative capability to 
economic competitiveness 
Creativity in education has been openly linked with 
national incentives to generate creative capability. As in 
the case of the Melbourne Declaration on Educational 
Goals for Young Australians (MCEETYA, 2008), this 
has been expressed through policy as a means to 
enhance young peoples’ success, confidence, activity 
and civic duty. This reasoning may impact teachers’ 
perceptions of the need for creativity in education being 
linked to broader economic imperatives, and one’s 
competitiveness to succeed in a global economy. 
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Continued - Table 2.2 Summary of Rhetorics of Creativity in Education and their relevance to this 
study. Adapted from Banaji et al. (2010). 
Rhetorical 
stance 
Description of rhetorical 
stance by Banaji, Burn 
and Buckingham (2010) 
Relevance of stance to this study 
Play and 
creativity 
Promotes ‘adult’ type 
problem-solving over 
childhood pretence and 
play. Viewed within the 
framework of children’s 
cognitive development, 
play cannot be separated 
from cultural and social 
contexts of learning, thus 
challenging notions of 
creative originality. 
The notion of play in relation to teachers’ perceptions 
for the role of problem-solving within learning raises 
questions as to whether, when and why teachers’ 
perceptions and attitudes shift with regard to free-play. 
Teachers working within the IST framework in the 
study were not asked to assess or report on student 
outcomes but instead were given the option to track the 
learning against the Australian Curriculum subject 
content descriptors (ACARA, 2012). This raises the 
matter of how teachers perceive play-based learning in 
regard to aligning these events to subject content 
descriptors and assessment criteria, and whether the 
stance adopted by teachers is consistent across Primary 
Years. 
Creativity 
and 
cognition 
Creativity is viewed as a 
set of mappable and 
quantifiable processes 
through linking existing 
associations, patterns and 
ideas. This conception is 
closely linked to artificial 
computational 
intelligence, mastery and 
work within a specific 
field or domain. 
Due to flexible and reflexive approaches to teaching 
and planning, the introduction of new curriculum, 
increased learner autonomy, and the interdisciplinary 
nature of the IST trial, mastery of domain or field-
specific knowledge does not have bearing in this 
context. 
The creative 
affordances 
of 
technology 
Asserts that if creativity is 
not inherent in human 
mental powers and is, in 
fact, social and 
situational, then 
technological 
developments may well 
be linked to advances in 
the creativity of 
individual users. 
With the advent of technology entering the classroom 
in an ever-increasing capacity, implications for 
creativity and for learning presented through new 
technologies is of growing interest. The IST learning 
framework is inclusive of Technologies subjects. The 
utilisation and implementation of technology within 
planned learning events has relevance to scaffolding 
opportunities for creative interdisciplinary ways of 
working which is possible within the trial. All students 
and teachers had access to computer tablets. Of interest 
is how IST teachers’ perceived technology’s potential 
to engage learners to create perceptible, novel and 
useful outcomes as compared to being utilised as a tool 
for documenting learning. 
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Continued - Table 2.2 Summary of Rhetorics of Creativity in Education and their relevance to this 
study. Adapted from Banaji et al. (2010). 
Rhetorical 
stance 
Description of rhetorical 
stance by Banaji, Burn and 
Buckingham (2010) 
Relevance of stance to this study 
The creative 
classroom 
Champions the role of 
creativity within holistic 
views of teaching and 
learning as a counter to 
increasingly regulated and 
monitored curriculum. 
Although of value, 
distinctive qualities such as 
the interdependent 
relationship between 
process and product can be 
overlooked. 
This stance also raises the question of what defines 
good teaching as opposed to creative teaching, and 
the distinguishable pedagogies and strategies 
employed by teachers to foster interdisciplinary 
creative and PT dispositions. Teachers working 
within the IST learning framework understandably 
have individual perceptions of what constitutes a 
good teacher. The extent to which new pedagogies 
challenge perceptions of effective or good teaching 
can influence the values teachers attribute to 
creative practices. It can be expected that some 
teachers will develop their perceptions 
independently; however, within a community of 
learners sits the potential for teacher perceptions to 
be shaped by peers or indeed by students’ 
responses and informal feedback to changes 
occurring in the classroom environment. 
Ubiquitous 
creativity 
Views creativity as the skill 
in having flexibility to 
respond to problems and 
changes in the modern 
world and one’s personal 
life. Included in this stance 
are notions of self-
actualisation and the idea 
that everyone is capable of 
building or expressing 
creativity 
Ubiquitous creativity has relevance to this study 
as it links directly to everyday little-c creativity. 
A more detailed analysis of this rhetorical stance 
is explored in the text following this table. 
 
In revisiting Goal 2 of the Melbourne Declaration on Educational Goals for 
Young Australians (MCEETYA, 2008) where it is stated, “All young Australians 
become successful learners, confident and creative individuals, and active and 
informed citizens” (pp. 8-9), one can observe the first indication of ubiquitous 
creativity presenting in national education policy. In this context, creativity is 
asserted as a transdisciplinary, future-orientated skill; furthermore, this interpretation 
mirrors Banaji et al.’s (2010) stance on ubiquitous creativity, encompassing both 
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social processes and ethical choice. As previously noted, creative thinking has been 
presented as a cross curricular skill within the general capabilities of the Australian 
Curriculum (ACARA, 2013). As such, creativity is perceived as permeating teaching 
and learning in and across subject areas. Teachers’ understandings of the purpose and 
role of creative thinking were explored through this study. Of additional interest were 
teachers’ perceptions of students’ self-actualisation in relation to their creative 
learning (and autonomy) and how this was encouraged through the IST framework. 
 Much of the longitudinal research surrounding ubiquitous creativity is 
primarily credited to the work of British academic Professor Anna Craft who, from 
the early twenty-first century, conducted empirical studies of little-c creativity within 
early years learning. Her research links with the impetus for a democratic notion of 
creativity entering school curriculum through education reform. In analysing the 
conceptualisation of creativity across British education policy documents, Craft 
identified the commonality and recognition of little-c creativity (Craft, Cremin, 
Burnard, Dragovic, & Chappell, 2013). As previously noted by Beghetto and 
Kaufman (2009) little-c creativity is viewed as everyday, life-wide creativity. Craft 
(2001, 2003) proposed that little-c creativity was inherent within school subject 
domains and was connected with the ability to adapt to life in the twenty-first 
century, creativity as everyday in the here-and-now (Banaji et al., 2010). By 
focussing on how little-c creativity could be understood as everyday, and as an 
inherent capability in all, Craft sought to understand creative learning within the 
classroom and to discover what pedagogical strategies cultivate it (Craft et al., 2013). 
From 1999 onward, Craft conceptualised little-c creativity in education as engaging 
in what she coined as Possibility Thinking. 
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2.1.4 Possibility Thinking 
Influenced by the work of Feldman, Csikszentmihalyi and Gardner (1994), 
Craft adapted the social systems theory of creativity of Csikszentmihalyi (1999). 
Craft drew on the three interacting components of individual, field and domain, 
making specific modifications to conceptualise a theory encapsulating ‘little-c 
creativity’ (Craft, 2000). Craft “played down the importance of field-shifting 
originality more pertinent to the high level creator and raised the profile of aspects of 
process within her model” (Chappell, 2007, p. 40), and created a framework of three 
interacting lenses of people, processes and domain. In particular, PT stems from 
Craft’s research surrounding the processes strand of the framework (Craft, 2000).  
From the early 2000s, Craft worked in unison with a number of fellow 
researchers (predominantly Cremin, Jeffrey, Burnard and Chappell) to undertake four 
stages of empirical studies seeking to characterise PT within school learning contexts 
involving children and young people across the age range 3-18 (Craft, 2011). PT was 
initially proposed as involving embodied and non-verbal characteristics of 
questioning, imagination and combinatory play; however, evolving from further 
studies with Jeffrey (between 2003 and 2006), Craft (2011a) determined PT also 
involved problem-finding, problem-refining and problem-solving. 
Creativity in the classroom, as perceived through PT, is conceptualised by 
‘what if’ and ‘as if’ thinking, and is a position where learner agency shifts from 
‘what is’ to ‘what might be’ (Craft, 2011a; Craft et al., 2013). Findings from research 
with students aged between 3-7 and 9-11 years between 2002 and 2009, revealed 
learner dispositions of self-determination, questioning (posing and responding), risk-
taking (lack of), play, immersion, imagination, making connections and innovation 
(Craft, 2011a; Craft et al., 2013). These were all positively related to PT except for 
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the lack of risk-taking (Craft, 2011a; Craft et al., 2013). In the process of recognising 
learner dispositions, Craft and her fellow researchers also identified common 
aligning pedagogies for developing creativity and PT (refer to Figure 2.2). The age 
levels falling within research surrounding the conceptualisation of PT align to the 
primary year levels within the bounds of the IST learning framework in this research. 
The creativity and PT pedagogies associated to these years levels have been charted 
throughout IST planning, teaching and learning. 
Figure 2.2 provides an overview of common PT pedagogies across Primary 
Years (identified through the work of Chappell, Craft, Burnard, & Cremin 2008; 
Craft, 2011a; Cremin, Chappell, & Craft, 2012; Craft, 2013; Craft, Cremin, Burnard, 
Dragovic, & Chappell, 2013). 
 
Figure 2.2. Possibility Thinking pedagogies.  Adapted from Chappell et al., (2008); Craft, A. (2008a); 
Craft, A. (2011a); Craft, A. (2013);Craft et al., (2013); and Cremin et al., (2013). 
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Although many of the pedagogies identified through PT research have been 
noted within Table 2.1, Craft (2011a) acknowledged that certain pedagogies manifest 
and occur to varying degrees during the teaching of certain age levels. Within the age 
span of 3-7 teachers are more likely to stand back from the action, profiling learner 
agency creating time and space for creative learning. The more overt meddling in the 
middle (McWilliam, 2008) approaches to working alongside children such as 
interacting on ideas and provoking collaborative, collective problem-solving; 
problem-finding and refining, though, tend to occur with more prevalence in the 
latter two age spans between 5-7 and 9-11(Craft, 2011a).  
The IST learning framework has the potential for teachers to engage learners in 
curiosity-driven exploration, triggered through provocations encompassing broad 
concepts, contexts and themes. The framework also scaffolds learners’ autonomous 
approaches to negotiate independent lines of inquiry, and to pursue individual 
pathways of curiosity before being provided opportunities to present ideas and 
understandings (or ‘products’). The development of provocations within the learning 
framework does account for the inclusion of numerous lead questions (or ‘hooks’). 
What the learning framework does not specify is the approach to questioning taken 
by teachers to ignite wonder and imagination, or encourage learner engagement, 
persistence, determination and resilience. Question posing and responding, as in both 
leading and in micro, follow-through forms, are a fundamental characteristic of 
shifting learner thinking from ‘what is’ to ‘what might be’ (Craft, 2011a; Craft et al., 
2013). Teachers’ approaches to the development of provocations within the learning 
framework and how they perceived the role of questioning in fostering creativity and 
PT was chronicled within the study reported in this thesis. 
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The work undertaken by Craft and colleagues has thus far contributed greatly 
to understandings of everyday little-c creativity and how it manifests within the 
classroom learning environment. Of particular interest to this study are the 
pedagogies identified as fostering creative and PT within the Primary Years. 
Teachers hold (perhaps unwittingly) implicit attitudes and values toward creativity, 
knowledge and learning (see Chapter 3), which can potentially influence their 
fostering of shared understandings and values.  
2.2 Overview of theory encompassing the conceptual field of research on 
creativity  
This chapter began by providing a widely accepted definition of creativity: 
“Creativity is the interaction among aptitude, process, and environment by which an 
individual or group produces a perceptible product that is both novel and useful as 
defined within a social context” (Plucker, Beghetto, & Dow, 2010, p. 90). The ways 
in which this concept of creativity can evolve, and be fostered within teaching and 
learning across classroom settings, sits at the heart of this study.  
Research into creativity began in earnest after Guilford’s 1950 seminal talk on 
the subject at the APA Presidential Address (Sternberg & Lubart, 2010). Guilford’s 
challenge to psychologists, for the need of further research into this human attribute, 
spurred numerous studies initiating the emergence of various fields of creativity 
research including: psychodynamic, psychometric, cognitive, social-personality and 
confluence approaches (Sternberg & Lubart, 2010). It is the latter confluence 
approach (drawing on distinct but interrelated resources) to studying creativity, and 
in particular Craft’s research encompassing her adapted social systems theory of 
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creativity, that this study draws on as a basis to examine the fostering of creativity 
within a school educational setting.  
Beghetto and Kaufman’s (2009) continuum of creative ability (Big-C, Pro-c, 
little-c, mini-c) was also analysed and presented as a basis to define the spectrum of 
creativity which teachers, within school settings, are more likely to experience. 
Added to this was Lassig’s (2012a) conception of ed-c due to the potential influence 
it can have on teaching and learning activity within the learning framework being 
studied. Stemming from research undertaken by Craft, and her fellow researchers 
Cremin, Jeffrey, Burnard and Chappell, this study is informed by understandings and 
manifestations of everyday little-c creativity and PT within the Primary Years 
setting. Additionally, this study draws on research identifying teaching creatively and 
teaching for creativity pedagogies and practices aligned to fostering everyday little-c 
creativity and PT. 
In order to better define and examine perceptions and presentations of 
creativity within school education settings and curriculum, this chapter also presents 
research identifying nine distinctive rhetorics of creativity (Banaji, Burn, & 
Buckingham, 2010). Each rhetorical stance has been evaluated in regard to its 
potential relevance to the IST learning framework this study investigates. 
2.3 The epistemological and ontological viewpoint of this study in 
relation to the creativity theory presented 
Within the context of this research, analysis of shifts in teacher perceptions and 
knowledge building of creativity required awareness and recognition for the potential 
presence of influencing factors that can impact the professional development of 
participants. These factors can include the presence of varying and conflicting 
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conceptions of creativity (Banaji et al., 2010), perceptions of teacher performance 
(Burnard & White, 2008) and practice (McWilliam, 2008, 2009), teacher 
understandings and perceptions of knowledge (Darling-Hammond, 2008; Harris & 
Jones, 2010; Timperley & Alton-Lee, 2008), and teachers’ potential interpretations 
of creativity within the Australian Curriculum (refer to Section 1.3).  
The nature of the IST learning framework, sitting at the centre of this study, is 
that it draws together a community of learners inclusive of Specialist and Core 
classroom practitioners, and students, along with the potential input of visiting 
experts. Practitioners and students within this context are provided opportunities to 
liaise with peers across year levels and subject disciplines, to work jointly and 
collaboratively through choice and to share their understandings with others. The 
motivation behind this research was not only focused on teachers’ perceptions of 
creativity, but was also inclusive of the broader issue of teachers building knowledge 
of creativity, and how teachers adopted or resisted practices in line with national 
policy. 
The conceptual field of creativity has been identified as providing the 
theoretical foundation of this study. In regard to this theoretical premise, the basis of 
inquiry will explore the nexus between what teachers know of their discipline, how 
teachers engage in or across discipline approaches to teaching, and how teachers 
work with outside change agents.  
There are two epistemological arms to this thesis: how teachers know about 
and work with knowledge bases; and the value ascribed to creativity by teachers 
stemming from (potentially mismatched) conceptions of creativity. Ontologically this 
study explores how teachers’ perceptions of creativity affected their practice. It 
realises this by presenting understandings of the factors influencing teacher practice, 
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and by studying how teachers enacting their practice articulated and mobilised 
creativity. These viewpoints are my attempt to outline how I think about the study as 
a teacher-researcher, and are a lens through which I consider participant teachers’ 
epistemological and ontological beliefs.  
An overview of the epistemological and ontological viewpoints of this study, 
as they relate to creativity in education and a community of learners, is presented in 
Figure 2.3 below. This overview assisted me to build toward deeper understandings 
of being a teacher researcher (see Section 4.3.3). 
 
 
Figure 2.3. Diagrammatic overview of the research components.  
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2.4 Summary 
This chapter has presented literature encompassing the conceptual field of 
creativity. In particular, it has outlined the spectrum on which creativity presents 
from Big-C, Pro-c, everyday little-c, ed-c and mini-c, and has identified specific 
attributes pertaining to everyday little-c creativity (as perceived through PT). 
Understandings of these selected creativity theories have been linked to 
characteristics and elements of the IST learning framework in which the community 
of learners being studied are working. Furthermore, an overview of the theoretical 
framework encompassing the ontological and epistemological arms of this thesis has 
also been provided. 
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 Literature Review 
This chapter reviews the conceptualisation of creativity within the global and 
educational context, and where possible, within the Primary Years setting. The 
review endeavours to examine research that has bearing on teacher perceptions and 
reflective practices, and the potential influences to the transmission and mobilisation 
of creativity in the teaching and learning space. Aligned to the underpinning 
conceptual framework of this study the following three dimensions will be 
addressed: perceptions of creativity within the Primary Years (Section 3.1); 
influences on teacher planning (Section 3.2) and reflective practice in relation to 
creativity (Section 3.3); and working with knowledge (Section 3.4). In reviewing 
literature surrounding ways of working with knowledge (Section 3.4), I have 
examined conceptualisations of teachers’ professional practice as well as 
conceptualisations of interdisciplinary knowledge. Several elements of the literature 
review overlap due to the relationship between reflective practice and what and how 
teachers understand and enact knowledge. Figure 3.1 provides an overview and 
sequence of the fields covered in the literature review.  
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Figure 3.1. The fields covered in the literature review. 
 
3.1 Perceptions of creativity within the primary years context 
The manifestation of everyday little-c creativity in school settings was 
conceptualised by Craft (2000, 2001) as Possibility Thinking. Craft proposed that PT 
was at the heart of everyday little-c creativity, and that it involved problem-finding 
and problem-solving exemplified through question posing and responding.  
Emerging from various qualitative empirical studies by Jeffrey and Craft 
(2004) with Primary teachers in the UK, it was revealed that this combination of 
creative processes transitioned learners’ knowledge understanding from ‘what if?’ to 
‘what is this and what can it do?’, ultimately guiding the line of inquiry to ‘what can 
I do with this?’. 
This theory of PT was further tested and expanded by case study research 
carried out over the course of a year, in three phases across three sites within the 
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early years of learning in the UK (Burnard, Craft, Cremin, Duffy, Hanson et al., 
2006). Each setting varied in its articulation of educational values and organisation. 
One setting emphasised values relating to close observation and an intake of learners 
ranging from six months to five years as being a focus (Burnard et al., 2006). A 
second research setting emphasised the value of children’s ownership of space and 
contribution of their ideas to the learning environment (Burnard et al., 2006). The 
third setting focused on developing learner autonomy and agency supported by 
research, reasoning and recording as essential complements to reading, writing and 
arithmetic (Burnard et al., 2006). The culmination of these school settings provided a 
diverse spectrum of educational environments from which to draw data. 
Using pre-existing theoretical and conceptual frameworks, the researchers 
documented the children’s conversations and interactions, and teacher discussions 
with the research team involving analysis of learning episodes (Burnard et al., 2006). 
The theoretical framework utilised to document and analyse creative learning 
encompassed characteristics of ‘Process’ (posing questions, play, making 
connections), ‘Outcomes’ (self-determination, action/intention, development) and 
‘Outcomes and Process’ (innovation, being imaginative, risk taking) (Burnard et al., 
2006).  
The PT pedagogies to emerge from the data included: teachers placing value on 
children collaborating to generate ideas and possibilities; fostering opportunities for 
learners to make connections; and establishing exploratory, well-resourced and safe 
environments for children to make choices, build links and to grow confidence 
(Burnard et al., 2006). Additionally, the researchers discovered that pedagogical 
value was also placed on establishing shared understandings of expectations and 
control over the learning, along with a need to teach basic skills applicable to 
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creative sessions (Burnard et al., 2006). It was revealed that teachers also placed high 
value on encouraging and fostering children’s curiosity (Burnard et al., 2006). The 
asking of genuine questions and the modelling of genuine enquiry, along with 
reverse questioning on the part of the teacher, were additionally identified as core 
pedagogical components to developing learner autonomy (Burnard et al., 2006).  
By defining key characteristics of pedagogy and learning dispositions, the 
research undertaken by Burnard et al. (2006) helped to refine conceptions of creative 
learning, as perceived through the construct of Possibility Thinking. The study also 
highlights the close association between what teachers value and their utilisation of 
pedagogy to encourage learners’ creative dispositions. Of relevance to this research 
is how teachers’ knowledge building of creativity influences their values around 
creativity and transforms practice in support of fostering creative thinking within the 
classroom. 
As an extension to the Burnard et al. (2006) study, Cremin, Burnard and Craft 
(2006) sought to re-interrogate the data, exploring connections and interplays 
between creative pedagogical practice and learning. In particular, their research 
explored the nature of PT in creativity, as manifested in the pedagogical strategies of 
teachers and the learning engagement of children (Cremin et al., 2006). Of interest to 
the researchers was the interrelated nature of the relationship between teaching 
creatively and teaching for creativity, as opposed to the conceptual polarisation 
implied in the terminology between these two identified pedagogical spheres 
(Cremin et al., 2006). The research team was seeking to identify enabling pedagogy 
common to fostering creativity learning in early years teaching (Cremin et al., 2006). 
Employing a case study approach, the researchers worked inductively to re-
analyse the data for emergent categories that related to teachers’ creative pedagogies 
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(Cremin et al., 2006). From this process three empirically grounded pedagogical 
themes were identified: standing back, profiling agency and creating time and space 
(Cremin et al., 2006). Standing back is defined as a pedagogical stance distinguished 
by when and how teachers stopped, observed, listened and noticed the nature of 
learners’ engagement (Cremin et al., 2006). This stance is viewed as being central to 
building learner autonomy and agency (Cremin et al., 2006). Profiling agency is 
defined as providing learner opportunities to initiate their own choices within a 
loosely framed activity (Cremin et al., 2006). This is inclusive of learners jointly 
determining the direction of their work, and being provided collaborative 
opportunities to develop independence and decision making (Cremin et al., 2006). As 
with standing back, profiling agency enables learners to shape the agenda by 
allowing them to follow through on ideas and try out possibilities (Cremin et al., 
2006). Creating time and space in which children were offered access to a broad 
range of resources and choices over what and how to engage was also evidenced as 
nurturing aspects of PT (Cremin et al., 2006). Creating time and space for play-based 
learning, along with flexible approaches to time management, are perceived as being 
advantageous to learning (Cremin et al., 2006).  
Cremin et al. (2006) conclude by noting the orientation of children’s creative 
learning, and their propensity to generate new ideas, consider possibilities and 
imagine alternatives, appeared to be fostered by flexible, focused and fine-tuned 
pedagogy and approaches to curriculum. Although teachers’ engaged learners in 
subject knowledge and curriculum content, the researchers noted that this was 
predominantly called forth as a response to children’s identified questions and 
observed interests as opposed to being exclusively teacher pre-determined, discipline 
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fixed or bound (Cremin et al., 2006). This finding also closely relates to 
characteristics of the meddler in the middle outlined by McWilliam (2008).  
The range of pedagogies identified through the research of Cremin et al. (2006) 
presents numerous challenges and possibilities for how teachers can perceive 
planning, teaching and learning when fostering creativity. The significance of these 
pedagogies does not lie in the individual interpretation or enactment of each one 
singularly. If that were the case, teachers may perceive these pedagogies as 
something they already do, or have done at one stage or another in their teaching. 
Rather, the impact of these PT pedagogies lies in how teachers perceive them as an 
interactive and interrelated collective. This would necessitate a degree of fluency on 
the part of teachers, along with the perception that these are valuable instruments, 
comprising a pedagogical creativity ‘toolbox’ from which they can draw inspiration. 
Later studies conducted by Craft, Cremin, Burnard, Dragovic and Chappell 
(2013) involving 9-11 year old learning contexts further affirm the presence of the 
interrelated relationship between teaching creatively and teaching for creativity. Also 
of note within this later study, is the researchers’ attention to an increasing 
atmosphere of a performative environment (related to national educational 
standardisation) impacting teachers’ potential to balance the fostering of student 
creativity with ensuring high attainment (Craft et al., 2013). 
The findings of these studies have relevance to the research being undertaken 
here in that each identifies enabling pedagogical practices brought about through the 
interaction of teaching creatively and nurturing creativity in the learning 
environment. Furthermore, these studies highlight two potentially opposing teacher 
stances: one open to learner agency and autonomy through the adoption of flexible 
approaches to curriculum delivery and time allocation; and the other more cognisant 
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of the balancing act between nurturing creativity with achieving high attainment. 
These combined research projects also span learner ages of between 3-11 years, 
which encompasses the classroom teaching spectrum of this study’s participants. 
A further study of creativity in Primary Years settings was undertaken by 
Chappell (2007), who researched teacher perceptions of and approaches to teaching 
creativity through school-based dance education in the UK. Her work is focused on 
the pedagogical challenges practitioners face when balancing personal/collective 
voice and craft/compositional knowledge when teaching for creativity. More 
specifically, the research explores the relationship between knowledge and creativity, 
and the ways in which adults/experts might engage in teaching for creativity 
(Chappell, 2007). The participant teachers were identified as ‘expert specialists’ in 
that they were hybrid professionals of dance educator and dance artist (Chappell, 
2007). Each possessed a depth of domain-specific knowledge. The teachers’ spheres 
of domain knowledge were underpinned by a recognition of the important 
relationship between embodied knowing and aesthetic experience. Chappell (2007) 
sought to discover how experts balanced the teaching of skills and processes with the 
inherent, intuitive language or aesthetic of dance. The research revealed that while 
the teacher participants each worked to encourage this combination, their approaches 
to creativity represented different preferences between personal/collective voice and 
craft/compositional knowledge (Chappell, 2007). Chappell (2007) asserted these 
preferences can influence children’s understanding of the aesthetic conventions for 
how dance could be used to creatively communicate their own ideas.  
The research undertaken by Chappell (2007) revealed that the expert teachers 
were more likely to share creative responsibility for processes and products rather 
than passing control more concretely to the learners. Furthermore, teachers were 
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responsive to learners’ creative impulses, building authenticity through valuing and 
incorporating children’s ideas (Chappell, 2007). Additionally, the expert teachers 
built challenge through manipulating teacher proximity and reactive/proactive 
interventions (Chappell, 2007). This was achieved by teachers offering open 
suggestions and questions, providing focused criticism using question clusters and 
through providing craft/compositional knowledge during specific encounters 
(Chappell, 2007). In addition, there was considered choice and manipulation by 
teachers of specific task structures spanning fun, purposeful play and intense 
working apprenticeships (Chappell, 2007).  
Chappell’s (2007) research highlights the unique attributes Specialist teachers 
can offer to the learning. Specialist expert understandings can extend beyond having 
learners ‘know’ and ‘do’ content, processes, skills and facts. In-class experts 
imparted the inherent nuances of creative practice, guiding their students to transfer 
and transform understanding into invention and creation (Chappell, 2007). Given the 
opportunity, Specialist teachers can be integral to the creative learning opportunities 
and provocations students are challenged with, especially in environments 
encompassing collaborative, co-participatory approaches and increased learner 
autonomy. 
The co-construction of planning between Specialist and Core classroom 
teachers, within collective environments such as IST, presents challenges around 
who ‘owns’ the learning taking place. In the process of co-constructing teaching, 
planning, and learning within collaborative and flexible learning environments is the 
responsibility for, and attentiveness to, domain-specific knowledge. Also present is 
the challenge to balance personal/collective voice and craft/compositional knowledge 
within a community of shared planning and reflective practice. This has relevance to 
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moving children beyond formulaic understandings, to instead experience valuable 
originality when learning in and through arts related subjects. While IST specialist 
and non-specialist teachers have the opportunity to collectively learn from one 
another, the interactions of the working relationship are complex requiring risk-
taking, open communication, a tolerance for ambiguity, and perhaps, more than 
anything else, trust.  
In another Arts related study of creativity, Taiwanese researcher Lin (2010) 
investigated the potential Drama has to immerse 11-12 year olds in everyday 
creativity. Lin (2010) explored how creativity is developed through drama process, 
what kind of creativity is developed, and how participants respond to the creative 
learning process. Through the research, Lin (2010) outlines recognised approaches to 
Drama teaching and learning (story and role-play) before moving to align these with 
evidence of PT qualities such as innovation, playfulness, in-depth learning, 
development and self-determination, which emerged from trial lessons. Drama 
encouraged learners to explore, develop, express and communicate ideas, concepts 
and feelings through physical, conscious and interpersonal processes (Lin, 2010). 
From enacting role-play, students experienced a conscious shift between real and 
imagined worlds, situating themselves in another’s frame or context whilst also being 
able to observe and reflect critically (Lin, 2010). This ability to hold two forms in 
mind simultaneously required PT dispositions of playfulness and concentration (Lin, 
2010). Guided by the teacher, the interpersonal processes of collaboration, 
questioning, discussion and self-determination, combined with the characteristics of 
flexibility and having space, worked to build mutual trust, respect and confidence in 
learners (Lin, 2010). When these creativity pedagogies and learner dispositions are 
combined with those already identified through the study by Chappell (2007), we can 
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begin to conceive a learning environment rich in potential for creative opportunity. 
Enriched by the opportunity to simultaneously explore arts, technology and core 
disciplines, the IST learning framework examined in my research was designed to 
also foster similar creative pedagogies and learner dispositions. 
Student participants within Lin’s (2010) study were given the opportunity to 
outline elements of teacher practice they believed nurtured their creativity. Their 
responses included task-orientated encouragement, a sense of humour, and the 
teacher standing back whilst also providing targeted guidance, support and positive 
feedback (Lin, 2010). The significance of standing back pedagogy was also 
previously noted through the research of Cremin et al. (2006), who defined it as 
being central to developing learner autonomy and agency. Lin’s (2010) study also 
strongly affirmed the interconnected and vital relationship between the processes of 
teaching creatively and teaching for creativity in fostering everyday creativity, as 
previously noted through the studies of Cremin et al. (2006) and Craft et al. (2013).  
The studies of Burnard et al. (2006), Chappell (2007), Cremin et al. (2006), 
Craft et al. (2013), and Lin (2010) identify a range of common creativity pedagogies 
and, in particular, pedagogies associated with developing learners PT. Of relevance 
are those pedagogies teachers employ to transition learners’ knowledge 
understanding from ‘what if?’ to ‘what is this and what can it do?’ and ultimately 
guiding the line of inquiry to ‘what can I do with this?’. These pedagogies include 
practices that: promote learner autonomy and agency; inspire learners’ curiosity, 
imagination, problem-solving and problem-resolving; encourage responsive question 
posing and responding; and foster the acceptance of plurality and multiple 
perspectives within the learning environment. These pedagogies, however, may 
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neither sit comfortably nor come naturally to teachers who have not previously 
employed them in their practice.  
The premise on which teachers build knowledge of creativity through 
collaboration, trial and error, observation and reflection, and also understand how 
and what kinds of creative dispositions can be fostered, links to the professional 
development of teachers’ creative practices within the IST community of learners. Of 
particular interest is how teachers, through their planning and reflective practice, 
explore the nexus between teaching creatively and teaching for creativity.  
3.2 Conflicting teacher values and practice in relation to creativity 
A qualitative scoping study undertaken in four sites across the UK by Craft, 
Cremin, Burnard and Chappell (2007) investigated creativity through a progression 
in musical and written composition involving children from age 4-15. Of particular 
interest to Craft et al. (2007) was the identification of incongruent conceptions of 
creative learning as expressed through teacher stance across learning year levels. 
With increasing age, teachers shifted from offering children collaborative, 
personalised exploration to placing an emphasis on individualised refinement (Craft 
et al., 2007). Furthermore, this shift was determined by external frames of reference 
in the form of curriculum, assessment, and time constraints with learner agency 
decreasing over time (Craft et al., 2007). As students went up in year level, teachers 
became more disinclined to incorporate and encourage learner interests, 
opportunities for collaboration, or the fostering of imagination and originality (Craft 
et al., 2007). Instead, what teachers preferred to do was contextualise these creative 
learning approaches in terms of the externally mandated curriculum assessment 
constraints to which they felt bound (Craft et al., 2007). The influence of mandated 
 76 Chapter 3: Literature Review
testing (in the form of NAPLAN) on teachers’ perceptions and planning practices has 
been explored through the research presented in this thesis, as have differences in the 
value placed on creative learning between Specialist and Core classroom teachers in 
and around mandated testing. 
An examination of the potential disparity between teachers’ creative values and 
their classroom practice formed the basis of research conducted in Hong Kong by 
Cheung (2012). This qualitative study investigated the relationship between early 
childhood teachers’ beliefs about what constituted good creative practices and the 
extent to which their actual teaching reflected these beliefs (Cheung, 2012). Research 
was conducted across five schools that supported the promotion of children’s 
creativity within the curriculum. Employing participant teachers’ definitions and 
interpretations, Cheung (2012) determined their individual beliefs surrounding 
characteristics of creative teachers, the creative learning environment, strategies of 
creative practice, and what defined a creative product. Using this as a basis for 
observation and analysis, Cheung (2012) explored whether teachers were enacting 
their own expressed beliefs in line with their interpretations.  
The research revealed that while most teachers held similar beliefs about good 
creative practices, their individual teaching practices did not correspond with these 
beliefs (Cheung, 2012). What emerged from the observed lessons was an emphasis 
on teacher-directed learning focused on factual knowledge transition, the inclusion of 
bound questioning approaches to elicit correct answers, and importance being placed 
on good behaviour (Cheung, 2012). This study brings to light the potential for 
discrepancies between teacher beliefs and practice. What becomes evident is that the 
relationship between teacher beliefs and practice is more complex and dynamic than 
straightforward (Cheung, 2012).  
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This study set out to explore teachers’ perceptions, knowledge, and practice of 
creativity from working within the IST framework. Understanding the extent to 
which the complex nature of belief-practice relationships influences planning, 
teaching and learning has direct relevance to the fostering of creativity within school 
contexts. Cheung’s (2012) study is a strong reminder that the transition of creativity 
from policy to practice is fraught with challenges, and that teachers’ perceptions of 
creativity must evolve beyond literal (introductory) understandings to sustained 
creative practice within the classroom environment. 
3.3 Influences on teacher planning 
There is increasing recognition of the dilemmas educators face in 
implementing government policy reforms connected to building creative capabilities, 
whilst also balancing further initiatives to increase accountability in the form of 
school performance indicators, mandated curriculum, testing and reporting protocols 
(Banaji, Burn, & Buckingham, 2010; Burnard & White, 2008; Craft & Jeffrey, 2008; 
Hargreaves, 2012; McWilliam & Haukka, 2008). Corresponding to this 
intensification in accountability measures is the initiative for teacher competency 
standards promoted in the form of Australian Professional Standards for Teachers 
(APST) published through the Australian Institute for Teaching and School 
Leadership (AITSL, 2011). The surfacing unease between creativity as mandated 
through education policy and how teachers plan and practice their pedagogy is a 
growing area of interest.  
In examining the rising tension surrounding teaching and learning creativity 
entering the classroom environment, Burnard and White (2008) distinguished 
between the processes of ‘doing’ and ‘done’ with regard to teachers’ perceptions of 
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performance and imposed accountability measures. Within an educational context, 
‘doing’ is viewed as the process of developing, articulating, refining and sustaining 
pedagogy (Burnard & White, 2008. This view of ‘doing’ is central to this research 
project as it has the potential to mobilise teachers’ transformative approaches to 
implementing practices that foster creativity within the classroom. If ‘doing’ defines 
transformative practice, it is understandable to see how the notion of ‘done’ then 
manifests itself in terms of measured goals and outcomes for both teacher and 
student.  
Whether through mandated testing or teacher standards indicators, the matter 
of performance is complex in the case of creativity. This is particularly the 
circumstance when currently there appears to be no unified agreement on how to 
measure or assess creative teaching or learning within the school context. This in 
itself raises an interesting conundrum; should creativity be assessed or measured? 
How will one know if the building of creative capability (through the Australian 
Curriculum) is actually occurring, and to what consistency and extent? 
Approaches to developing and implementing national curriculum documents 
within the UK and Australia have seen an intensification of intent to prescribe not 
only the ‘what’ but also the ‘how’ of teaching and learning (Burnard & White, 2008). 
Common to the literature, is a belief that bureaucratic control of accountability 
measures has in effect worked to deter teachers from developing their own creative 
and innovative practices, thus disenfranchising teacher agency and autonomy over 
professional development and practice (Ball, 2003; Berliner, 2012; Burnard & White, 
2008; Denmead, 2011; Hargreaves, 2011). 
Pedagogical practices that foster creativity include enhanced learner autonomy 
and agency, standing back and providing space and time for exploratory learning, 
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trial and error, and risk-taking. Many of these could easily be perceived as 
undermining learning outcomes by teachers who are uncomfortable with the 
influence these may have on the overall classroom environment and learning 
atmosphere. Within a collective of teachers, such as those within IST in this study or 
indeed a whole staff body, sits the likelihood of individuals holding and prescribing 
to different values and perceptions around learning, and around the purpose of 
creativity in relation to their own professional practice. Tensions and uncertainty can 
arise around change and especially when the intentionality of the change is not 
clearly articulated, understood or perceived as being valuable to all stakeholders. 
Burnard and White (2008) offer the following observation with regard to the 
increasing uncertainties surrounding the current education environment: “In order to 
meet the future head on, teachers need to develop a willingness to be courageous, 
daring and reflexive which is not compatible with being compliant” (Burnard & 
White, 2008, p. 676). 
Within a climate of increasing standardisation is the heightened necessity to 
make explicit what both creative teaching and teaching for creativity are, and how 
these relate to and impact creative learning (Burnard & White, 2008). This is 
especially so in the circumstance of creativity being amalgamated with national 
curriculum, and when expressed as a cross-disciplinary thinking skill.  
As a way of promoting higher levels of trust and enhanced collegiality, 
opportunities for collaborative practice were factored into the trial learning 
framework of this study. Teachers working within IST were encouraged to take risks 
and to explore creativity through their own practice. Core teachers were also 
allocated time and space, both inside and outside the classroom, to work and 
collaborate with a range of specialist Arts and Design Technologies teachers. Of 
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interest to this research were the factors that lead to increased risk taking, 
experimentation and creativity within teachers own planning practice. 
3.4 Working with knowledge 
As education works to align with the demands and influences of a technology 
mediated, knowledge-based world, notions of what constitutes an education worth 
having present mounting challenges for teacher practice. This is especially so in 
regard to conceptions of knowledge acquisition and utility within the classroom. Of 
particular interest to this study is how teachers’ perceptions of discipline and 
professional knowledge influence planning, teaching and learning within the IST 
trial. 
Stemming from meta-analysis research, Hattie (2012) emphasised differences 
in teacher knowledge are more often determined by the responsiveness of teachers to 
learners’ needs. This includes contextualising and connecting new subject matter 
with students’ prior knowledge and experience, along with making links to other 
discipline areas, and for teachers to remain open and flexible to addressing student 
diversity along with their own teaching goals (Hattie, 2012). Further to these 
qualities, Darling-Hammond (2008) adds the need for teachers to understand subject 
matter deeply and flexibly, and to identify opportunities to connect ideas across 
disciplines and to real-world experience. What is common across the research is a 
growing emphasis to establish cross-disciplinary links and for teachers to be flexible, 
proactive and agile in their practice. 
This study’s IST framework presents opportunities for the amalgamation of 
disciplines and content knowledge. It also provides opportunities for co-operative 
team planning and teaching, and collaborative interaction with and across several 
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classes and year levels. Within flexible learning environments, there is a challenge 
for teachers to be reflexive and responsive in their practices. What may require 
ongoing mediation or negotiation, are perceptions surrounding teaching goals and 
learners’ needs in relation to creativity and knowledge acquisition and utility. 
Timperley and Alton-Lee (2008) define teachers’ professional knowledge as 
being constituted from curricula and discipline knowledge. Encompassed within this 
are understandings of pedagogical content and practice; assessment for learning; 
teacher expectations of and about the learner; and community ethos of learning 
(Timperley & Alton-Lee, 2008). This view of teacher professional knowledge is 
particularly interesting if we link it to a national curriculum, inclusive of the 
incentive to build creative capability. The extent to which teachers express and enact 
understandings of pedagogical content related to creativity practices, and in line with 
prescribed Australian Curriculum (ACARA, 2012) has relevance to this study. 
Furthermore, the IST framework deviates from prescribed curriculum and discipline 
content delivery. What is negotiable in the IST setting is the when, where, and how 
the content, skills, and processes will be delivered, and in what way. 
3.4.1 Professional knowledge and teacher agency 
Working within the IST framework requires teachers to work jointly, drawing 
together diverse experiences and expertise. However, existing within this 
environment are influences and impacts to teacher agency. Biesta, Priestley and 
Robinson (2015) asserted that teacher agency is defined by professional knowledge 
and the beliefs and values teachers bring with them. Furthermore, the researchers 
discovered that due to a lack of opportunity to engage in sustained professional 
collegiality (in regard to change), teachers more-often felt confused about their role 
and the purpose of education. Additionally, in these circumstances, teachers were 
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inclined to set short-term goals rather than goals that had long-term significance and 
impact (Biesta, et al., 2015). The Australian Curriculum (ACARA, 2012) has, in 
effect, externally imposed creative thinking on teachers. As already highlighted 
through the work of Banaji, et al. (2010) (see Chapter 2), the conceptualisation of 
creativity in schools can be significantly impacted by the beliefs and values teachers 
bring to bear on the learning taking place. In regard to externally imposed systems of 
change, Biesta, et al. (2015) asserted the necessity for ongoing discourse around 
change is directly linked to the culture of schooling where teachers are situated. 
Promoting a need for change, and encouraging a willingness to develop new 
pedagogical approaches, requires the ongoing provision of professional learning 
opportunities within the contexts of daily practice (Darling-Hammond, 2008; Harris 
& Jones, 2010; Timperley & Alton-Lee 2008). Added to this is the influence of long-
term collaborative practice in developing sustainable and authentic professional 
practices that lead to positive impacts on student learning (Timperley & Alton-Lee, 
2008). Within the teaching profession, collaborative approaches have been observed 
as a swing from teacher professionalism, once characterised as individual teacher 
autonomy (pre 1980’s), to collegial professional practices where increasing efforts to 
build strong professional cultures of collaboration are evident (Hargreaves, 2000). 
Within innovative environments it is important, though, for collegial and co-
operative approaches to move beyond purely bounded teacher collaboration. 
Examples of a bounded relationship may include single year level teachers or subject 
specific Specialist teachers. The problem here is that these relationships can 
ultimately isolate practitioners from more open and flexible forms of collaborative 
partnership inclusive of a variety of stakeholders (Christie, Smith, & Bednarzyk, 
2007).  
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The IST framework is not a one-off professional development opportunity 
within the school, but instead a collaboratively designed process in which the teacher 
participants have had ownership. In addition, teachers have the ongoing voluntary 
option to enrol in creativity workshops at intermittent times throughout the year, and 
have been provided with creativity strategy packs containing introductory 
understandings and descriptions of creativity pedagogies. In diverging from 
prescribed curriculum approaches, there is the possible arising tension between 
teachers’ perceptions of their evolving creativity practices and the impact these 
practices are having on their student learning goals. This has the potential to either 
constrain or mobilise both the fostering of creativity and teachers’ professional 
knowledge building of creativity pedagogies. 
Fullan and Langworthy (2013, 2014) contend that digital content and learning 
resources now have the potential to fulfil much of the ‘content delivery’ 
requirements of teaching. It would be hard to argue that developing deep 
understandings of discipline knowledge is not critical to learning (as in the case of 
literacy and numeracy); however, the influence of technology has had a significant 
impact on conceptualisations of knowledge building. Via ubiquitous technology, 
children and young people are actively engaged in personalised and customised 
learning and communication through social networking, gaming and content 
generation (Price, 2013; Richardson, 2012). Within this context, teachers have an 
increasingly crucial role to play in developing and aligning knowledge pursuits with 
participatory and negotiatory approaches that build connections to real-world 
scenarios, allow for purposeful open-ended inquiry, and provide learners with 
empathetic and affirming experiences (Craft, 2011a, 2013; Fullan & Langworthy, 
2013, 2014; Richardson, 2012; Robinson, 2015).  
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Understandably, much of the research surrounding teacher knowledge and 
practice focuses on the ‘what’ and ‘how’. Jewitt (2009) contends that knowledge, 
unlike information, involves interpretation and meaning which presupposes a 
purpose in acquiring and using information. Technological innovation provides 
teachers and students alike with access to vast reservoirs of information, shaping and 
impacting perspectives of what is valued. Under such circumstances, the question of 
‘why’ the need to acquire the knowledge in the first instance increasingly demands 
that ‘knowing’ reflects our ability to apply understanding in creative ways for 
specific purposes (Jewitt, 2009).  
Education practices necessary for our changing times encompass pedagogies 
that provision learner autonomy (less teacher control), provide challenges that enable 
learners to develop new knowledge and learning mastery (as opposed to content 
mastery), and involve increasing collaborative engagement with technology that 
connects students to meaning-making in real-world contexts (Fullen & Langworthy, 
2013, p 44). These pedagogies can also be linked to the fostering and expression of 
creativity within school settings, and as such their emergence or development 
through teachers’ planning and practice within the context of the IST framework is 
possible. The pedagogies noted by Fullen and Langworthy (2013), though, do require 
teachers to conceptualise and enact discipline and professional knowledge in ways 
that diverge from traditional or tried and true practices. This draws attention to the 
opposing stances of teacher as technician, utilising prescribed approaches to deliver 
content, and the teacher as researcher, open to drawing on an integrated knowledge 
base to constantly develop practice (Timperley & Alton-Lee, 2008).  
Creativity pedagogies that involve challenging learners to solve open-ended 
problems to discover alternate routes of thinking and doing, and allowing children to 
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follow through on ideas and try out possibilities, can be perceived as undermining or 
contrary to the delivery of discipline content knowledge (Burnard & White, 2008; 
Wiggins, 2011). The preparedness of teachers to ‘stand-back’ and relinquish control 
over predetermined outcomes cannot be assured, though, if teachers are unaware of 
the relationship between creativity and knowledge acquisition (Hayes, 2011). 
Incentives to trial new and transformative practices, raises awareness to potential 
tensions between discipline knowledge and professional knowledge. Some teachers 
working within the trial have had more experience and exposure to creative 
pedagogies than others. The influences on teachers’ knowledge building within a 
community of learners, and teachers’ collective perceptions and enactment of 
knowledge utility, has bearing on the adoption of creative practices. 
Within the conceptualisation of everyday little-c creativity, the notion of 
knowledge creation is defined as something new to the learner, as opposed to being 
new to the world (Beghetto & Kaufman, 2009; Plucker, Beghetto & Dow, 2010). 
This conception of knowledge development could be perceived as pointless or 
frivolous if compared to the valuable delivery of discipline knowledge in an already 
stretched timetable.  
The presentation and delivery of knowledge through the Australian 
Curriculum, however, is very much discipline bound (and perceived), even more so 
as it moves up in year level from Primary to Senior schooling. The conceptualisation 
of creative thinking as a general capability (ACARA, 2012) that works in and across 
discipline areas (as a skill), is confined by curriculum organisation and thus still very 
much discipline bound.  
In opposition to traditional practices of curriculum delivery that involve 
learners reproducing or applying existing knowledge, Fullan and Langworthy (2013) 
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argue for new approaches to education and perceptions of knowledge. These 
approaches would see the redeployment of teachers as key role models of the 
learning attitudes and creative, connected, collaborative skills they would seek to 
instil through their learning activity designs (Fullan & Langworthy, 2013). 
Throughout this section the research has highlighted and emphasised the 
continuing relevance and importance for not only the ‘what’ and ‘how’ of teachers 
‘knowing’, but also the emerging challenges surrounding the purpose of ‘why’ the 
‘knowing’ has relevance. It would appear knowledge acquisition, in its own right, no 
longer holds the same value it once did. In the advent of formalised approaches to 
teaching, and standardised demonstrations of knowledge mastery, giving way to 
increased learner agency, creativity, and personalised approaches to knowledge 
creation, the balance between discipline and professional knowledge building will 
require reconfiguring by many educators. This will especially be the case for those 
falling under the descriptions of McWilliams (2008) ‘sage’ or Timperley and Alton-
Lee’s (2008) teacher as technician.  
Relevant to this study are dilemmas presented to teachers in the form of 
conflicting tension between how and for what purpose knowledge is utilised in the 
learning environment; the impact technology and creativity has on learner agency; 
and the currently over-emphasised focus on NAPLAN and national testing measures. 
The significance of this theoretical research to the study being undertaken is that it 
sheds further light on tensions and challenges that may present amongst teams and 
individual teachers as they jointly strive to build value around creativity, and 
tentatively draw learners’ attention to the creative processes underpinning new and 
novel ways of working with knowledge. 
 Chapter 3: Literature Review 87 
3.4.2 Interdisciplinary and transdisciplinary approaches to working with 
knowledge 
Many of the pedagogies and characteristics associated with teaching creatively 
and teaching for creativity encompass interdisciplinary and transdisciplinary ways of 
thinking. Interdisciplinary learning is perceived as a process whereby team members 
work jointly from a disciplinary-specific basis for the purpose of solving a common 
problem (Rosenfeld, 1992). Transdisciplinary learning differs to interdisciplinary 
practices in that it occurs when participants share a conceptual framework to draw 
together disciplinary-specific theories or concepts for the purpose of addressing a 
common problem or issue (Rosenfeld, 1992). The separate, subject-based 
organisation of curriculum as it currently exists in many schools is a long standing 
legacy stemming from theories of faculty psychology and mental discipline which, 
although discredited by the turn of the 20th Century, still influence curriculum 
(Barnes, 2012; Beane, 2011). Research findings tell us, though, that interdisciplinary 
and transdisciplinary learning moves learners beyond knowledge acquisition, to 
knowledge collaboration and knowledge production (Barnes, 2007, 2012; Beane, 
2011; Fogerty & Pete, 2012; Park & Son, 2010; Wall & Shanker, 2008).  
A discrete discipline of knowledge is generally recognised as a field of inquiry 
through which an aspect of the world is viewed, and within which a specialised set of 
processes or techniques is applied to explain and interpret phenomena (Beane, 2011; 
Jacob, 1989). It is also understood by those who operate within the field that there 
exists a fluidity of boundaries by which discipline knowledge is understood (Beane, 
2011). What tends to happen, however, is that when disciplines enter the school 
arena as subject areas, knowledge is divided into categories, for example age 
appropriate, sequential, content structured and so forth. Due to this occurrence, 
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subject areas are not the same as a discipline of knowledge in that they display 
defined, as opposed to fluid, boundaries (Beane, 2011). There are, however, 
numerous diverse approaches to integrating discipline knowledge within school 
learning contexts. These represent a spectrum ranging from framing learning around 
discipline-bound interconnections, to combining two or more disciplines on the basis 
of overlapping themes, real-world problems and/or concepts, to more multifaceted 
student-initiated learning encompassing simultaneous inquiry across various areas of 
specialisation (Barnes, 2007, 2012; Fogarty & Pete, 2009).  
Within interdisciplinary and transdisciplinary approaches, knowledge becomes 
a ‘means’ rather than an ‘ends’ to teach (Barnes, 2007, 2012; Beane, 2002, 2011; 
Fogerty & Pete, 2009). When these approaches are woven into curriculum and 
combined with attributes of creative thinking and learning, knowledge is in effect put 
to work and mediated through processes of collaboration, negotiation, and trial and 
error (Guyotte, Sochacka, Costantino, Walther, & Kellam, 2014; Wall & Shanker, 
2008). Knowledge bound within subject areas is not disbanded, but rather drawn 
upon as an ‘ally’, as necessary, to interrogate and resolve problems or issues as a 
process for constructing deep understanding (Barnes, 2012; Beane, 2002, 2011; Wall 
& Shanker, 2008). 
The IST learning framework draws multiple disciplines together through the 
joint exploration of a central concept or Big Idea. Teachers’ perceptions around the 
delivery of bound discipline knowledge will influence how content is defined and 
delivered through a conceptual lens. Some teachers may find it difficult to link 
content knowledge to unfamiliar concepts or ideas. The scope to which teachers 
encourage knowledge collaboration and production could be influenced by their own 
creative capacity to think outside the box. The IST model presents teachers the 
 Chapter 3: Literature Review 89 
opportunity to meld disciplinary thinking and doing across curriculum with 
creativity, but this cannot occur without negotiated, common understandings of the 
purpose and goals of the learning. Central to this study is understanding the ways in 
which teachers go about problem-solving the challenge of amalgamating disciplines 
with students’ learning creativity, and the influences that inform and shape their 
practice in the process. 
In support of earlier conceptions of interdisciplinary practices expressed by 
Rosenfeld (1992), whereby disciplinary-specific contributions are shaped on the 
basis of solving a common problem, studies conducted with university participants 
by Park and Son (2010) confirm collaboratively driven interactions and work 
interdependence occurred best when participants or team members were provided 
with an organisational support infrastructure. That is, a problem, issue based 
framework or context. Further to this, and as an extension to transdisciplinary 
practices, is the expanded process of where the knowledge collaborator becomes the 
knowledge producer (Park & Son, 2010). These descriptions suggest alignment to 
Beane’s (2011) and Barnes (2012) assertions of creativity being fostered when the 
learning environment makes allowances for more fluid relationships between 
subject-bound thinking. What is common across the research is the presence of 
collaboration and a common driver or conceptual framework when working with 
interdisciplinary approaches such as in the case of the IST learning framework.  
From research conducted into transdisciplinary practices within the medical 
field, Wall and Shanker (2008) found that the nature of collaboration between 
participants played an important role in the process of achieving successful 
outcomes. Team members, they assert, functioned best when there was a relationship 
of trust, emotional and instrumental support, mutual respect of team members’ roles 
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and abilities, appreciation of intellectual risk-taking, and professional autonomy 
(Wall & Shanker, 2008). This has direct relevance to this study with regards to the 
nature of collaborative trust building, and making oneself vulnerable through the 
sharing of experiences and practices within a community of learning.  
Interdisciplinary and transdisciplinary ways of working with knowledge are 
attuned to characteristics of teaching creatively and teaching for creativity pedagogy 
(see Chapter 2). It would appear creativity pedagogies combined with 
interdisciplinary and transdisciplinary challenges work to move learners (and 
teachers) from experiencing discrete subject-based knowledge acquisition, to 
contextualising learning in ways that enable knowledge transference and 
conceptualisation (Barnes, 2007, 2012; Beane, 2011; Wiggins, 2011). Shifting from 
subject-based teaching and learning to interdisciplinary approaches requires 
educators to renegotiate the relationship between both curriculum and students, and 
between teacher and student (Beane, 2002, 2011). Indeed, Clarke and Agne (1997) 
identified several teacher practices common to interdisciplinary pedagogy. These 
include team-teaching and planning, problem-posing and problem-solving, and 
collaborative learning and learning communities (Clarke & Agne, 1997). In addition 
to these, Thompson-Klein (2006) notes game and role-playing, discovery-based 
learning, and theme or problem focused inquiry as being common interdisciplinary 
pedagogies. These pedagogies are also commonly recognised as constituting 
characteristics of teaching creatively and teaching for creativity. Interestingly, these 
characteristics are also inherent to the IST learning framework under trial in this 
study. 
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3.5 Summary and Implications 
Throughout Chapter 3, literature has been presented from a variety of domains 
relevant to the presentation of creativity within the educational teaching and learning 
contexts. Literature encompassing perceptions and understandings of creativity in the 
Primary Years of schooling was first examined before exploring influences to teacher 
planning and reflective practice in relation to fostering creativity. Following this was 
a review of literature surrounding understandings of teacher discipline and 
professional knowledge, and influences that can shape teacher agency in addition to 
understandings of interdisciplinary knowledge in relation to creativity.  
Research surrounding perceptions of creativity within the Primary Years 
domain provided insights into the theory of PT and identified enabling pedagogical 
practices bought about through the interaction between teaching creatively and 
teaching for creativity. This research also highlighted the presence of two opposing 
teacher stances: one open to student agency and autonomy through the adoption of 
flexible approaches to curriculum delivery and time allocation; the other more 
cognisant of the balancing act between nurturing creativity with achieving high 
attainment of discipline mastery. Further literature provided insight into potential 
challenges for teacher collaboration and the potential variables between conflicting 
teacher values and practice in relation to creativity. 
The third theme encompassed influences on teacher planning. As an area of 
growing contention, due to an increasing global trend toward a standardisation of 
education, the influences on teacher practice can have substantial impact on teachers’ 
perceptions of the worth and value of creativity within the educational setting. This is 
especially the case if it is perceived as being bound to personal perceptions of teacher 
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performance in relation to student achievement. In addition, the literature reveals that 
many of the pedagogical practices that foster creativity can be perceived as 
confronting to teachers who may struggle to recognise their effectiveness for learner 
engagement and outcomes. Of relevance to the study reported in this thesis is the 
awareness for the complex nature of relationships between teacher practices and 
beliefs and the either subtle or overt influences this can have on a community of 
learning. The challenge for teachers to align expressed beliefs with conceptual 
interpretations and enactment of creativity pedagogy presents implications for 
sustaining existing practices.  
Literature surrounding the ways teachers work with knowledge was also 
addressed. Literature across this field explores teachers’ conceptions of their own 
knowledge of practice, their knowledge of discipline content, pedagogy, and 
assessment. Furthermore, the literature touched on the influences that shape and 
determine professional knowledge and teacher agency in an ongoing endeavour to 
address change and the challenges knowledge-based societies face in the 
technological age. Also included in this section were perspectives of 
interdisciplinary and transdisciplinary ways of working with knowledge within the 
classroom, and the influence creative pedagogy can have on the learning 
environment and teacher practices when the softening of discipline boundaries and 
learner-centred approaches is accounted for. Implications for the utility of teachers’ 
discipline and content knowledge in relation to their professional development and 
knowledge building of creativity was, therefore, examined through this study.  
The challenges and associated implications of transitioning creativity from 
policy to classroom practice have been examined through various themes within the 
literature review. It is within this context and body of literature that this study seeks 
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to contribute to knowledge in the areas of: teaching creatively and teaching for 
creativity; the disparity between perceptions and practice; and pressure placed on 
teachers through expectations of the national curriculum. First, much of the research 
surrounding teaching creatively and teaching for creativity is discipline bound and in 
the Arts areas. Due to the characteristics of the IST learning framework and the 
community of learners, this Masters Research study explores the promotion of 
creativity within a cross-discipline setting. In doing so, this study seeks to contribute 
to knowledge in the domain of fostering creativity pedagogy and practices relating to 
interdisciplinary and transdisciplinary teaching, planning and learning. Secondly, the 
literature highlights a disparity between perceptions and practice. Sometimes 
teachers’ perceptions and practice of creativity are aligned, and sometimes they are 
not. This study seeks to contribute knowledge of how inconsistencies between 
teachers’ perceptions and practice might be more readily aligned. Thirdly, the 
literature also emphasised the increasing pressure placed on teachers by the 
intensification of formalised and standardised approaches to teaching and learning. 
This study seeks to contribute understandings of how teachers, within the Australian 
context, respond to these formal pressures when attempting to foster creativity. 
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 Research Design 
4.1 Introduction 
This chapter outlines the research design used to examine how a school-based 
learning framework influenced teachers’ perceptions and knowledge of embedding 
creativity into their practice. The first section of this chapter (Section 4.2) discusses 
the research paradigm (Section 4.2.1) and qualitative instrumental case study method 
(Section 4.2.2) chosen for this study. This is followed by a description of the research 
site (Section 4.3.1) and participants (Section 4.3.2), including the nature of my role 
as a teacher researcher within this study (Section 4.3.3). The following data 
collection section (Section 4.4) outlines the methods of document analysis (Section 
4.4.1) and focus group interviews (Section 4.4.2) used for this study. Additionally, 
this section details the research question and sub-questions and their link to the data 
collection methods (Section 4.4.3). Following this is an overview of data analysis 
(Section 4.5) where approaches to coding, concept and cognitive mapping employed 
to identify themes and interpret data within the research have been detailed. The next 
section provides an overview of the quality and credibility procedures exercised to 
address validity in the research (Section 4.6). Finally, this chapter outlines the ethical 
considerations (Section 4.7) addressed in the course of conducting this research. 
4.2 Research Paradigm and Methodology 
4.2.1 Interpretivist paradigm 
A constructivist/interpretivist research paradigm (Denzin & Lincoln, 2013) was 
employed in this study of a collaborative school-based learning framework. In 
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adopting this theoretical stance, the goal becomes one of “understanding the complex 
world of lived experience from the point of view of those who live it” (Denzin & 
Lincoln, 2013, p.28). This epistemological approach affords opportunities to make 
sense of teachers’ individual and joint perspectives of creativity as shaped through 
experiences of working within a community of Core classroom teachers, Specialist 
teachers and visiting experts. These experiences and perceptions helped create 
detailed understandings of professional development needs and practices that foster 
creativity in educational contexts. 
4.2.2 Case Study Methodology 
This research employed a qualitative, instrumental case study methodology to 
explore the phenomenon of creativity in the school site. This evolved from the 
context of the site and the activities undertaken within it. As outlined in Chapter 1, 
this study set out to explore teachers’ practice and perceptions when working and 
collaborating to build understandings of creativity pedagogy through a school-based 
immersion studies learning framework. Within this context exists the implications of 
ubiquitous creativity entering the learning environment in addition to shifting teacher 
practices, and changing perceptions aligned to national curriculum incentives.  
Instrumental case study is distinguished from other case study types in that it is 
used to gain insight beyond a genuine interest or fascination in what is occurring 
(Simons, 2009). This distinction helps guide the choice of methods used to better 
understand the potential influences of outlying factors on participants’ activity and 
perceptions. In this instance, instrumental case study was employed to gain insight 
into influences on teacher knowledge and activity in regard to fostering creativity in 
the context of education reform and changes in national curriculum. In line with 
conceptions of instrumental case study was the prior identification and discussion of 
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concepts and theories relevant to teachers fostering creativity within the IST trial 
(Stake, 1994). As previously outlined in Chapter 2, teaching creatively, teaching for 
creativity, and PT provided the underpinning conceptual and theoretical basis for 
investigating teachers’ experiences and perceptions of creativity pedagogies.  
The distinctiveness of this case, with its focus encompassing teachers’ 
professional development in regard to creativity pedagogy, provides opportunities 
from which to draw transferable findings. By understanding the in-depth 
particularisation of how teachers, in the process of new curriculum roll-out, merge 
new pedagogical knowledge with tried and true past practices, these findings could 
inform understandings for the implementation of creativity within educational 
contexts beyond the confines of this study (Simons, 2009). Although this case is 
unique in its distinctiveness to the context of the school research site and 
participants, it is undergoing a transformation familiar to many educational institutes 
and policy-makers grappling with the challenges of 21st Century thinking and rapid 
changes in attitudes toward education. 
4.3 Research Site and Participants 
4.3.1 Research site. 
The 11 participants in this study were teachers within one South East 
Queensland school who all work with the Immersion Study Time (IST) trial learning 
framework across Primary Years 3-6. Section 1.1 introduced the aims and origins of 
the IST framework. In this section, I provide further detail of its collaborative 
development process and practical implementation.  
The school-based IST framework draws on the talents of Core classroom and 
Specialist Arts and Design Technology teachers to engage learners with conceptual 
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knowledge building through interdisciplinary approaches. Teachers within this 
setting have been encouraged – not mandated – to engage with creativity pedagogy 
out of curiosity for what it may provide to their overall practice and to students’ 
learning when undertaking particular projects or units of study. This cooperative 
approach to creativity professional development has been gradual in allowing 
teachers the opportunity to trial, merge and adapt Australian curriculum requirements 
with their own developing pedagogical practice within a supported and innovative 
environment. Although the IST trial learning framework has evolved in cooperation 
with teachers, its origin comes from findings and recommendations evolving from a 
teaching and learning scan survey the school conducted in 2013 (see Section 1.1). 
Teachers working within Primary Years P-6 were key stakeholders in the 
collaborative development of the IST learning framework with their feedback being 
regularly sought and acted on via surveys, response forms and open discussion 
forums. Although not part of the research data in this instance, these data were used 
by a school-based steering committee of four, including myself, to adjust and 
improve the functionality of the IST framework for the teachers participating in the 
trial. 
Immersion Study Time constituted a block double period of approximately 1 
hour 45 minutes allocated weekly on the School’s timetable across Years Prep – 6. 
During this time, Specialist Arts and Design Technologies teachers from across the 
school (K-12) were combined with Core teachers within allocated year group 
clusters. At any given time, there were up to four or more timetabled Specialists 
roaming between classes across several year levels. This study focused on teachers in 
Years 3-6. Years 3-4 (constituting five classes) were clustered with an allocation of 
five Core and four Specialist teachers. Years 5 and 6 (constituting six classes) had six 
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Core teachers and five Specialists at any given time during IST. This enabled Year 
level groups and teachers to jointly collaborate on planning and team teaching, along 
with providing learners the potential to seek out a Specialist ‘expert’ on-hand in 
another room when needed. All Specialist and Core teachers were provided with 
joint planning time, but restrictions in the teaching and staff meeting timetables 
across Prep -12 presented challenges to establishing dedicated planning time for all 
teachers to be in attendance. Consequently, the responsibility of joint and 
collaborative planning was left for the Core and Specialist IST teachers to 
independently negotiate in accordance with their individual timetables. Specialist 
teachers worked within the separate learning areas of Visual Art, Design 
Technology, ICT, Music, Multi Media, Dance and Drama. Due to variable 
availability of teachers within these learning areas, some Core teachers with prior 
experience in a specialist discipline also doubled as a Core and the ‘expert’ on hand 
when required. This was particularly the case within the areas of Dance and Drama 
within the lower Primary Years. 
4.3.2 Participant selection 
All teachers within the Primary Years were informed about the research being 
undertaken; however, Specialist and Core teachers working within the IST learning 
framework across Primary Years 3 to 6 were specifically approached to determine 
their willingness to voluntarily participate in this study. The study targeted teachers 
across these year levels because the students they were working with fell within age 
groups 7 to 11. These age groups were explicitly highlighted through PT studies 
identified in Section 2.1.4. Within a combined Years 3 to 6 staff meeting, teachers 
were informed of the methods of data collection along with the requirements and 
degree of possible imposition of participating. From a collective of 18 teachers 
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(including leadership staff) working across the three year levels, a total of five Core, 
two Leadership (not including me) and four Specialist teachers volunteered their 
participation. 
4.3.3 Teacher researcher 
As the Head of Learning Creativity, and as a learning coach (as introduced in 
Section 1.3.1), I move freely among classes, mentoring and interacting with both the 
teachers and students as requested. This allows me the opportunity to provide 
feedback, provoke thinking and to participate when applicable or when invited. 
Within the wider context of this research site, and in addition to being a learning 
coach, I am a Specialist Visual Art teacher and sit on the school’s teaching and 
learning committee. I also conduct staff appraisals as a means to liaise with 
individuals in the creation of personalised professional development plans. These 
activities require me to regularly transition between being a leader, co-worker, team 
member, peer and teacher. In conjunction to these noted roles, I am independently 
researching aspects of the IST project context.  
Due to the numerous positions I undertake within this context, it is important to 
recognise my involvement and associated values. As a coach, I contribute to, and 
have an interest in, the ongoing professional development of teachers. This role 
encompasses supporting teachers during the trialling of the learning framework, 
which intersects with my undertaking independent research to explore teachers’ 
perceptions and experiences of working with creativity pedagogy. As a teacher and 
researcher, I have both a professional and academic interest in understanding the 
tensions and successes, as well as discourses and dilemmas, evolving out of 
developing teacher practices. I also have a deep interest in how the IST framework 
might present possibilities for approaches to creativity teaching and learning. In this 
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sense, I have a stake in the research outcomes, making me a non-neutral researcher. 
Although I am not neutral, I have critically appraised the teaching activity occurring 
within the IST framework in terms of where it is going and how it is evolving 
compared to the perceptions of others. As such, I have done my best to represent and 
interpret data fairly by: (a) maintaining respondent validity through checking the 
accuracy, adequacy and fairness when representing participant experiences and 
perceptions; (b) staying reflexive throughout the analysis and interpretation of data; 
(c) implementing processes of constant comparability between data; and (d) 
examining different viewpoints through exploring and cross-checking findings 
(Simons, 2009) across teacher planning, activity and perceptions. 
As a means to acknowledging my dual responsibilities within this setting, it is 
firstly important to articulate the distinction between my learning coach role and my 
role as a researcher. As a teacher within the site, I model creativity pedagogy and 
thinking as called upon by teachers within the framework. As a researcher, I have 
explored teachers’ experiences and perceptions of curriculum reform in relation to 
learner-inclusive pedagogies that support creative and PT. Openly acknowledging 
the duality of both my roles to the teachers provides transparency about my activities 
within the site. Furthermore, this supported a premise for participants to 
acknowledge their participation in the research as being independent from their 
involvement in implementing the framework as part of their teaching role. This 
addresses the challenges to credible practitioner research that can stem from tensions 
or misunderstandings between the quest for rigour and the quest for relevance (Gray, 
2012). The pursuit of rigour has been based on gathering empirical evidence of 
teachers’ perceptions and experiences when fostering creativity through focus group 
discussion and their IST records of planning, teaching and learning, then applying 
 Chapter 4: Research Design 101 
reasoned argument to the emergent findings. This has entailed upholding criteria of 
validity by interrogating the data for different interpretations. Emergent findings of 
creativity dispositions and pedagogy were successively cross-checked as a means to 
discover and examine interrelationships between convergent and divergent elements 
within the focus group interviews and document data sets. This determined a depth 
and breadth of investigating teachers’ perceptions, knowledge and practice of 
creativity and supported the gradual refining and corroboration of evidence in the 
data (Simons, 2009). 
In viewing myself as a teacher researcher, this research offers potential for 
professional development for myself as both a teacher and researcher, and for 
participants involved in the trial. This extends to the school through future 
professional development of teachers linked to the IST framework’s implementation 
of new curriculum, and awareness of fostering creativity pedagogy. Factors 
contributing to effective teacher professional development inherent to this case 
include a close connection between the study and teachers’ daily practice, and the 
collaboration of colleagues in planning and teaching within a school-based 
framework (Van Veen, Zwart, & Meirink, 2011). Furthermore, the research is 
aligned to the roll-out of new curriculum and policy incentives to foster ubiquitous 
creativity within school contexts. Through seeking participants’ individual 
perspectives and experiences, the study provided teachers with opportunities to 
reflect on and share their knowledge of new pedagogies and approaches to fostering 
creativity through an immersion studies learning framework (Van Veen, et al., 2011). 
As a researcher, I also acknowledge the potential opportunity this case study has to 
contribute scientific knowledge in further understanding teachers’ perceptions and 
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experiences of creativity and Possibility Thinking (Cochran-Smith & Demers, 2008; 
Coppola, 2007).  
4.4 Data Collection  
The data collection methods were designed to gather evidence of teachers’ 
perceptions aligned to the key research question: How does an existing school-based 
immersion studies learning framework influence individual teachers’ perceptions, 
knowledge, and practice of embedding creativity in school? The objective was to 
critically examine whether the existing learning framework was effective for 
fostering creative teaching and learning. In order to understand teachers’ perceptions 
and practice in this context, the methods of document analysis and focus group 
interviews were selected. Document analysis of records of planning, teaching and 
learning activity enabled insight into teachers’ perceptions and enactment of 
creativity. Focus group interviews explored teachers’ understandings of creativity 
pedagogy as influenced by working collaboratively within the IST framework. Table 
4.1 outlines the sequence and timeline for data collection and analysis. 
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Table 4.1 Sequence and Timeline for Data Collection and Analysis. 
Timeline 
Ju
ly
 -
 2
0
1
5
 
A
u
g
u
st
 -
 2
0
1
5
 
S
ep
t 
- 
2
0
1
5
 
O
ct
 -
 2
0
1
5
 
N
o
v
 -
 2
0
1
5
 
D
ec
 -
 2
0
1
5
 
Ja
n
 -
 2
0
1
6
 
Finalisation of 
Ethical clearance 
x       
Recruitment of 
participants 
 x x     
Data collection of 
planning documents 
  x x    
Data collection of 
focus group 
interviews and 
transcription 
  x     
Coding and analysis 
of planning 
documents and focus 
group interviews  
  x x    
Transforming of 
documentary data 
into planning 
overviews 
   x    
Concept mapping, 
member checking, 
and interpretation to 
report findings data  
   x x x x 
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4.4.1 Focus group interviews  
Within education research, focus group interviews enable analysis of issues in 
process and the documentation of participants’ perspectives on a topic (Simons, 
2009; Vaughn, Schumm, & Sinagub, 1996). This includes the capacity to probe 
motivations, to ask follow-up questions, and to facilitate participants expressing 
views and experiences (Simons, 2009). A focus group method was chosen over 
individual interviews in order to gather data on how Core and Specialist teachers 
respond to each other’s views and express perceptions. The aim was to obtain depth 
and detail through discussion (Simons, 2009) of teachers’ knowledge building of 
creativity. Supporting this aim was the aspiration to “create opportunity for active 
dialogue, co-constructed meanings and collaborative learning” to evolve within each 
interview (Simons, 2013, p. 44). Conducting the focus group interviews enabled the 
various data to ‘speak’ to one another; teachers’ ‘knowing’ emerged through them 
sharing understandings in the focus groups while their ‘practice’ emerged through 
document analysis of recorded activity. 
The focus groups used reflective and open-ended questioning to provoke focus 
group members’ conversational dialogue and individual responses (Simons, 2009; 
Vaughn, Schumm, & Sinagub, 1996). Focus group data sit neatly with constructivist 
conceptions of learning and interpretative hermeneutic approaches to analysis 
(Simons, 2009). That is to say, the expressed perceptions and experiences of teachers 
within the trial led to deep understandings of how teachers within IST collaboratively 
built and formed conceptions of creativity. The study employed two focus groups. 
Each focus group interview went for approximately one hour. The combination of 
year level and Specialist to Core teachers varied between the two groups; however, 
both groups consisted of five participants each. One group was made up of three 
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Specialist and two Core teachers, while the second focus group interview consisted 
of a blend of three Core, one Specialist and one leadership staff member (also 
working as an ‘expert’ within IST).  
On arrival, participants were provided with a list of questions to peruse for 
several minutes prior to the focus group beginning. Participants were informed that 
they could voluntarily elect to address or expand on any of these questions or 
discussion points at any time throughout the interview; however, they were not 
required or obliged to address or comment on any questions or points they did not 
wish to discuss (Simons, 2013). Several of the teachers within each group circled and 
highlighted questions, and in some instances scribbled notes next to several questions 
prior to the focus group commencing.  
As a teacher researcher operating inside the discourse, trust had been built 
through prior collaborative practice over a two year period, enabling participants to 
speak openly about their understandings and perceptions. Participants were presented 
with an option for a follow-up individual interview in the event of anyone feeling 
hesitant to speak openly within the focus group situation, however no one asked for 
this.  
Each of the focus group interviews occurred after Core and Specialist teachers 
had experienced several semesters of working together. The questions were 
formulated to encourage discussion on approaches to working collaboratively, 
awareness of and approaches to influences on practice, and perceptions and 
approaches to national curriculum requirements and discipline learning (see 
Appendix A for focus group questions). Furthermore, the questions derived from the 
literature surrounding commonly recognised characteristics of teaching creatively 
and teaching for creativity (see Table 2.1). For example, “Can you describe any 
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variation in teaching approach (during IST) compared to usual lesson time teaching? 
In your opinion, is one more effective than the other?”  This question encourages 
teachers to reflect on how they may have made the learning more interesting and 
effective, and the processes they employed to develop students creative thinking. 
4.4.2 Document analysis 
Documentary data have the potential to provide clues to understanding much 
about the values, beliefs and attitudes of a culture or organisation (Simons, 2009). 
There are various forms of documentary data useful to understanding a case within 
an education context. These can include formal samples such as education policy 
documents, or informal samples such as written records and visual documentation 
(Simons, 2009). This study drew on informal written and visual documentation 
produced by teachers working within the IST learning framework.  
This study proposed to analyse teachers’ joint and individual classroom 
planning of IST. The collection of documentation occurred retrospectively, after 
teachers had experienced a semester of developing and adapting joint planning and 
teaching. Documentation of IST planning, teaching and learning by Specialist and 
Core teachers was collected from participants across Years 3, 4 and 6. In some 
instances, Year level planning templates were not completed by teachers and were 
therefore not available to be analysed. 
In addition to the IST learning framework’s common unit planning template, 
other document data included more substantial teaching documentation aligned to the 
enactment of collaborative planning. These included detailed teacher records of 
planning, teaching and learning describing the utilisation of resources, the activities 
learners participated in, lesson objectives and learning sequences.  Included within 
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the records were also provocation and leading questions, reflection sheets, teacher-
guided brainstorming, and concept maps. Some teachers also included lesson 
reflection notes and photographic documentation of learner activity and outcomes. 
The types of documents, source participants and modules that constituted the 
teachers’ documentary records are tabled in Table 5.2 and Table 5.3 (see Section 
5.1.2). 
The purpose of document analysis, within this study, was to gain insight of 
teachers’ knowledge building and practices of creativity when implementing and 
enacting new curriculum within a school-based interdisciplinary learning framework. 
The analysis of documentary data was considered a useful means to tracking change, 
and providing background insights of the potential influences on teachers’ 
perceptions, understandings and practices (Bowen, 2009). Furthermore, the data 
drawn from teachers records of planning, teaching and learning complimented data 
collected during focus group interviews and helped provide the context within which 
teachers perceived themselves working and enacting their knowledge and beliefs 
(Bowen, 2009; Simons, 2009). Within this study, the documentary data provided a 
second source of evidence from which to seek convergence and corroboration, thus 
helping to reduce the impact of potential bias in the research findings (Bowen, 2009). 
The data analysis was informed by deductive analysis using creativity theories 
encompassing the manifestation of creativity in school educational contexts, teaching 
creatively, teaching for creativity, and PT (see Chapter 2). Specifically, I was looking 
for evidence of teachers’ knowledge of creativity dispositions and strategies aligned 
to fostering and nurturing creativity within school settings (see Table 2.1 and Figure 
2.2).  
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In making sense of the documentary data, the analysis initially entailed coding 
and categorising. In the process of deductive analysis, predefined codes aligned to 
creativity theory (see Table 2.1 and Figure 2.2) were used. Additionally, codes 
generated from the focus group interviews were also used, serving to integrate the 
data across both sources (Bowen, 2009). The yielded data was examined and 
synthesised to discern connections, patterns and themes in teachers’ planning, their 
perceived practice, and the creative classroom activity taking place (Bowen, 2009; 
Simons, 2009). 
4.4.3 Alignment of research questions to theory and data collection 
methods  
The relationship between teacher engagement in peer collaboration around 
creativity and the contextualisation of these understandings in classroom planning 
and practice was the focus of this research. The research draws on theories of 
creativity within Primary Years, and how and why Core classroom teachers and 
Specialist teachers collaborate to build understandings and conceptions of creativity. 
Through the focus group interviews, teachers within the IST learning framework 
shared their experiences and perceptions of trialling new approaches to engaging 
learners with curriculum and new ways of working. In addition, the research required 
investigation into how teachers translated and transformed perceptions and 
knowledge of creativity into their practice. The focus group interview primarily 
provided teachers the opportunity to express and articulate the influence IST was 
having on their understandings of fostering creativity. Teachers spoke at length when 
describing the nature and characteristics of teaching and learning taking place within 
IST, the activities students were engaged in, and the learner dispositions they were 
witnessing evolve.  
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Evidence of how and why teachers employ creativity pedagogies and strategies 
were examined through teachers’ IST planning documentation. Records of planning, 
teaching and learning primarily helped to identify the influence IST was having on 
teachers’ knowledge of creativity pedagogy and how teachers enacted their 
understandings. The documentation outlined the choices teachers made to generate 
and formulate learning sequences. The records also provided insight into the nature 
of collaborative and interactive activities, the kinds of resources teachers 
incorporated and how these resources were utilised. The types of provocations and 
questioning teachers engaged students with were also outlined through their 
documents of teaching, planning and learning. Additionally, this documentation 
helped to identify the value teachers placed on transforming their practice, and how 
teachers enacted the knowledge building taking place within IST.  
Research sub-question one regarding teachers’ understandings was primarily 
answered from focus group data, but supported by documentation of records of 
teaching, planning and learning. Similarly, sub-question two exploring teachers’ 
reported practice was primarily answered from documentation, but was 
supplemented by teachers’ focus group discussion. Table 4.2 aligns each of the sub-
questions with the data collection methods and identifies their primary and 
supplementary role in answering the questions.  
Table 4.2 Correlation of Research Questions to Data Collection Methods. 
Research Question - How does an existing, school-based immersion studies 
learning framework influence individual teachers’ perceptions, knowledge, and 
practice of embedding creativity in schools? 
Sub-questions 1.  How does an IST 2.  In what ways do 
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planning and learning 
framework influence 
teachers’ understandings 
of creativity pedagogies? 
teachers’ perceptions of, 
and values about, 
creativity translate into 
their classroom activity? 
Data Collection Methods 
Teacher records of 
planning, teaching and 
learning 
 (supplementary role)  (primary role) 
Two Focus Group 
interviews 
 (primary role)  (supplementary role) 
  
4.5 Data Analysis 
The data analysis methods employed in this qualitative case study were largely 
informed by the research methods of Simons (2009), who adapts qualitative research 
methods developed by Wolcott (1994). In the course of organising and making sense 
of qualitative data, Simons (2009) endorses Wolcott’s (1994) methods of description, 
analysis, and interpretation (Simons, 2009). The method of description addresses the 
question – what is going on here, while analysis examines the question of how things 
work or why they don’t (Simons, 2009). “Interpretation focuses on the major 
question of meaning - what is to be made of it all” (Simons, 2009, p. 121). Simons 
(2009) emphasises that interpretation entails identifying themes, revealing insights, 
and generating explanations. The methods of description, analysis, and interpretation 
are not viewed as mutually exclusive, discrete, or sequential (Simons, 2009). Instead, 
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Simons (2009) advocates building from description outward, while maintaining an 
openness and fluidity to the overall approach. Simons (2009) also recommends the 
data analysis exploratory processes of coding, categorising, concept mapping and 
theme generation as a means to interrogate and make sense of data. When combining 
the previously noted methods with these exploratory processes, Simons (2009) 
proposes the questions underpinning description, analysis, and interpretation be a 
constant and guiding presence throughout the data analysis phase. The outlined data 
analysis methods, exploratory approaches, and guidelines developed by Simons 
(2009) were applied to this study. 
Data analysis of teachers’ planning, teaching and learning records, and focus 
group interviews, were initially conducted separately. However, when interviews 
cross-referenced planning, teaching and learning records, analysis across the data 
sets occurred concomitantly. Extensive initial and repeated coding of both data sets 
identified common terminology, perceptions and practices, which were then 
clustered into groups and categorised. Simons (2009) refers to qualitative case study 
analysis and interpretation as being interactive and iterative; in this sense, these are 
not discrete processes.  This was very much the stance adopted within this case 
study. The identification of repeated terminology linked to creativity pedagogy, 
creative traits and dispositions resulting from analysis of teachers’ perceptions and 
activity became integral to the preliminary process of interpretation and meaning 
making. Within the context of qualitative case study, interpretation is often derived 
from interpretative insight and understandings of the data, with emphasis placed on 
the hermeneutic processes of understanding participant activity as opposed to 
explaining human behaviour (Simons, 2009). As analysis of the focus group 
transcripts and document data sets progressed, the interplay between identifying, 
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describing and interpreting became increasingly fluid. Additionally, as the initial 
process of inductive analysis unfolded it became evident that the findings from focus 
groups were closely aligning to the research study’s theoretical framework. 
Therefore, to gain a thorough understanding of influencing elements on teacher 
activity, both an inductive and deductive approach to data analysis and interpretation 
of text and discourse was employed.  
In employing inductive analysis, I was looking for the interrelationships and 
interplay between the data sources. The approach to inductive analysis required 
examining transcripts across both data sets multiple times seeking to identify codes 
and categories. As a starting point for this process I initially sought to identify 
terminology relating to creativity practices and dispositions. Identified codes and 
categories then entailed colour coding and cross referencing categories to come up 
with overarching themes. Deductive analysis required coding and categorising 
themes across the transcripts seeking to identify common practices and 
characteristics of teaching creatively and teaching for creativity, and PT. 
Characteristics of teaching creatively and teaching for creativity that were used for 
analysis were outlined in Table 2.1 (see Section 2.1.2). Focus group data often 
provided the context for understanding the documentary data. 
As pedagogy and strategies relating to teacher practice and knowledge 
inductively emerged, thematic groupings were then compared to identify connections 
to the pre-existing theoretical frameworks (Simons, 2009) around teaching 
creatively, teaching for creativity and PT (refer to Chapter 2). As a means of visually 
representing knowledge and identifying links, extensive concept and cognitive 
mapping (Simons, 2009) was used as a way to distinguish overlapping, interrelated 
and dominant themes within the data. Through inductive analysis, allowance was 
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made for repeated emerging themes and significant elements not previously 
identified within the theory.  
A diagrammatic view of the theoretical, conceptual and organisational 
components of this study is presented in Figure 4.1. This diagram visually links 
research components by providing the broad conceptual foundation that was used to 
structure and organise data analysis and mapping. Cross-checking the significance 
and intersections between these data sets across the collection methods supports the 
research questions. 
 
Figure 4.1. Organisation of underpinning theoretical and practical components used for concept 
mapping analysis. 
 
This section of the thesis has outlined the processes undertaken to analyse and 
interpret the focus group interview and documentary data in order to address the 
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research questions. These processes of shifting among Simons’s (2009)  methods of 
description, analysis and interpretation ultimately encompassed both inductive and 
deductive approaches. Reasoning behind how this stance evolved has been outlined, 
along with a diagrammatic view of the theoretical, conceptual and organisational 
components of this study.  
4.6 Quality and Credibility  
There is much written about what establishes quality and credibility within 
qualitative research. The objective of this research was to examine how the IST 
learning framework influenced teachers’ perceptions and knowledge of embedding 
creativity in their practice. In order to achieve this, I adopted a 
constructivist/interpretivist stance (see Section 4.2.1) to developing understandings 
when analysing and interpreting teachers’ knowledge and activity. Aligned to the 
constructivist/interpretivist epistemological paradigm are validity procedures 
congruent with trustworthiness and authenticity (Creswell & Miller, 2000; Simons, 
2009). As a means to evaluating validity within the context of this study I have 
drawn on the work of Tracy (2010), adopting the following three criteria of sincerity, 
credibility and resonance.  
Sincerity relates to notions of authenticity and is achieved through self-
reflexivity, honesty and transparency (Tracy, 2010). Maintaining the integrity of my 
role as a teacher researcher (see Section 4.3.1) throughout the duration of the study 
was strengthened through a conscious awareness for the need to exercise ongoing 
reflective practices. Descriptions of the context in which this research was 
undertaken also provides transparency about the challenges and educational 
environment in which schools and teachers are currently experiencing 
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transformation. Outlining the way the study was conducted and the reasoning behind 
how it was undertaken reflects my sincerity for what this study aimed to achieve. 
Credibility refers to the accuracy and trustworthiness of practices in describing, 
analysing, interpreting and evaluating data in meaningful, relevant and 
understandable ways (Creswell & Miller, 2000; Simons, 2009; Tracy, 2010). 
Throughout the research process, credibility was consolidated by way of cross 
referencing between the data sets. This practice was effective in revealing 
intersections and matches among and across the data. It also helped to bring out 
points of disjunction, especially in differences in attitude and perceptions between 
Specialist and Core teachers within the IST trial. The two data sets highlighted the 
complex separation between what participants expressed in the focus group 
interviews, what was outlined as intended teaching and learning on planning 
templates, and what was ultimately documented through teachers’ ongoing records of 
classroom activity shared with peers and parents. 
Resonance concerns the “research’s ability to meaningfully reverberate and 
affect an audience” (Tracy, 2010, p. 844). This refers to how participants within the 
IST trial and school context perceive themselves within the findings, and the 
potential for transferability of new understandings to mobilise and foster creativity 
within classroom practice. Requesting participants check my interpretation of their 
records of teaching and learning, and planning templates has also supported the 
process of resonance during data analysis. 
This qualitative instrumental case study, incorporating constructivist/ 
interpretivist approaches to understanding, has addressed characteristics of quality 
and credibility by applying the criteria of sincerity, credibility and resonance to 
address procedures of validity in research. 
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4.7 Ethical Considerations  
This study received ethical approval from the Queensland University of 
Technology (refer Appendix B) and from the school principal in which the research 
was conducted. The research was conducted in accordance with the National 
Statement on Ethical Conduct in Human Research, which outlined the following 
ethical guidelines for qualitative research: research merit and integrity, justice, 
beneficence, and respect (National Statement on Ethical Conduct in Human 
Research, 2015). 
4.7.1 Research merit and integrity 
Australian curriculum reform has moved to incorporate creativity as a thinking 
disposition that works in and across all subject disciplines (ACARA, 2012). This 
study has focused on investigating the processes teachers undertake to foster 
creativity within their curriculum planning and how teachers express their 
understanding of creativity pedagogies whilst working within a school-based 
learning framework. It has also determined how and to what extent participation in 
the IST trial learning framework, influenced teacher perceptions and practice of 
creativity pedagogy. This study has identified influences on teacher practice 
stemming from involvement in a learning framework open to engaging with 
creativity. The merit of this research is its contribution to knowledge of how 
educators working with national curriculum reform can promote creative thinking 
and learning within their programmes and classroom practices. Findings from the 
research may also inform practices of implementing professional development in 
relation to teaching creatively, teaching for creativity and PT within the Primary 
Years.  
 Chapter 4: Research Design 117 
Integrity was upheld through conducting honest research and in being 
transparent and open about my role as a teacher researcher. Participants were fully 
informed about my role and the nature of the study being untaken both prior and 
during data collection. 
4.7.2 Justice 
Although all Primary Years teachers were initially informed about the research 
being undertaken, Specialist and Core teachers working across Primary Years 3 to 6 
within the IST learning framework were specifically targeted as these year levels fell 
within existing creativity theory highlighted through PT studies (outlined in Chapter 
Two). This decision was taken as the scope of teachers’ potential experiences of 
working with students across these year levels best aligned to pre-existing theoretical 
understandings of PT and creativity pedagogy within Primary Years contexts. To 
ensure no unfair burden was placed on teachers across the targeted year levels, 
participant involvement in this research was entirely voluntary.  
4.7.3 Beneficence 
Teachers within the research site were informed of potential risks and benefits 
of the study prior to indicating their willingness to participate. Potential time 
inconvenience was addressed through negotiating suitable meeting times outside of 
usual teaching time with all participants. Confidentiality was maintained through the 
use of participant pseudonyms when reporting, along with the research site 
remaining anonymous within the study other than being broadly identified as a South 
East Queensland K-12 school. Focus Group dialogue was audio-recorded and also 
transcribed using individually coded pseudonyms. 
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4.7.4 Respect 
In order for prospective participants to make informed decisions with regard to 
their potential involvement in the study, teachers across Primary Years 3-6 within the 
site were provided an overview outlining the merit of the research being undertaken 
and my role within the process. On this occasion teachers were also offered the 
information and consent forms on which to register their expressions of interest and 
provided with an opportunity to clarify understandings of involvement prior to 
formally consenting participation.  
In the process of each participant sharing their perceptions and perspectives 
through focus group discussion or in sharing records of planning, teaching and 
learning, clarification of understanding was sought (by this researcher) when 
necessary from individual participants in order to authentically represent and confirm 
their views and understandings. Further to this, as a means to maintain 
confidentiality and anonymity, participants across the data were each allocated 
pseudonyms.  
4.8 Chapter Summary 
This chapter outlined the research design, paradigm and method. Additionally, 
a description of the research site and participants was provided along with an 
overview of my role as a teacher researcher within this study. The methodology 
implemented to gather data and the approach to data analysis has also been detailed, 
along with the alignment of the research questions to the data collection methods. 
This was followed by an overview of quality and credibility procedures employed to 
address matters of validity in the research. Finally, the ethical considerations 
addressed in the course of conducting this research have been outlined. 
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 Findings 
5.1 Overview of the Findings Chapter 
This case study investigated teachers’ knowledge and understandings of 
creativity when working with new curriculum through a school-based learning 
framework in the Primary Years of schooling. The research explored the influence of 
the IST learning framework in shaping teachers’ understandings of creativity, and 
how teachers’ perceptions of creativity translated into their planning and teaching. In 
this chapter, I present key interlinked themes from the coding and categorisation of 
data that emerged across the research sub-questions (refer to Section 1.4). The 
chapter begins by explaining how the documentary data was compiled for reporting 
and presenting findings (Section 5.1.1). Section 5.1.2 provides a preliminary outline 
and diagrammatic overview of the findings. Section 5.2 will present findings 
associated to the framing of learning within the context of IST. Section 5.3 will 
present findings encompassing how learning was shaped within IST, and Section 5.4 
present findings on the environment and conditions for learning. This is followed by 
a summary of the chapter in Section 5.5.  
Presented throughout this chapter are findings drawn from two focus group 
interviews with 10 participants (five per group), and records of planning, teaching 
and learning submitted from six participants. The data from the focus groups and 
teachers’ records of planning, teaching and learning have been interpreted through 
the practices and perceptions teachers have of teaching creatively and teaching for 
creativity; this chapter presents how these elements intersect with one another.  
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The findings reveal teachers’ understandings of their knowledge building and 
enactment of creativity pedagogies within the IST teaching and learning 
environment. The coalescence of how teachers enacted and built knowledge of 
creativity was an inseparable and interchangeable process within the context of IST, 
and the interdisciplinary and transdisciplinary teaching and learning opportunities 
afforded through this trial learning framework.  
5.1.1 Compilation of planning overviews and written records 
Before outlining the findings, I am going to explain how the documentary data 
from participant teachers was collated. As noted in Section 4.4.2 the types of 
informal documentary data collected included collaboratively constructed planning 
templates, joint and individual records of classroom activity, power-points, and 
anecdotal notes. All of the raw data was analysed but for consistency of reporting 
and presenting the data, I transformed it into Year level planning overviews under 
headings matching the IST planning template (see Figure 5.1).  
Teachers at the school are usually required by administration to formalise their 
planning by week three of each term. In the IST trial roll-out, teachers adopted more 
flexible approaches to planning. Indeed, some IST units ranged in length from a term 
to a semester. From initial group planning sessions, both Core and Specialist teachers 
jointly worked on choosing a concept and developing leading questions. These were 
employed as focus ‘hooks’ – or as lead-ins to incorporating content and to organise 
learning sequences. Through collaboration during these planning meetings, team 
members would propose or put forward ideas of how they might contribute to the 
teaching and learning. Core teachers would often then work within year level teams 
exploring further opportunities to embed core content, processes and skills. Students 
would be introduced to the key concept – or ‘Big Idea’ – through a whole-class 
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provocation, discussion and brainstorming session. This was further developed and 
supported over a number of proceeding weeks by Specialist teachers who would 
introduce ideas or challenge and provoke learners’ thinking around conceptual 
characteristics the children had identified within their initial brainstorming and 
question posing sessions. These typify the planning and classroom activities that 
many teachers chose to document and record as a way of keeping track of the fluidity 
of the teaching and learning occurring. Many of these records of planning, teaching 
and learning were shared among team members and placed up on display inside and 
outside classrooms as live, ongoing documentation for teachers, students and visiting 
parents to observe. In some instances, these documents were collated from across the 
Primary Years by Curriculum and Learning Managers and organised into large 
folders. These were often placed in the general staffroom around coffee and lunch 
tables as a means to share, generate discussion and to identify common successes and 
challenges within the trial. 
More often, the completed templates outlined teachers’ intent of amalgamating 
new Arts and Technologies curriculum with core discipline content around concepts 
and ‘Big Ideas’. The notes on classroom teaching and learning, however, went 
further by outlining and describing the processes and pedagogy employed to engage 
and build learner agency around creative thinking. The documentary data also 
provided evidence on the impact close collegial and collaborative practices had on 
the classroom activity and learning environment established within IST. 
Presented below in Figure 5.1 is a sample of a Year 4 IST ‘Survival’ Semester 
planning overview. This details the timeframe, concept, topics/themes and/or 
contexts used to frame inquiry, the provocations used to engage the learners, along 
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with discrete and interdisciplinary learner activities undertaken to build knowledge 
and understanding. 
  
 
Figure 5.1. Year 4 IST ‘Survival’ Semester planning overview. Constructed from Debbie’s ‘Survival’ 
Semester 1 and ‘Survival’ Semester 2 teaching, planning and learning documents. 
 
This documentation provides evidence of how teachers introduced learners to 
conceptual understandings through a variety of contextual lenses, and the ways in 
which interdisciplinary and transdisciplinary approaches to learning were initiated. It 
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also outlines how Specialist and Core teachers, working collaboratively, sequenced 
and staged challenges engaged learners in the development of skills, processes and 
understandings from which to explore knowledge on more individual and complex 
levels. Along with highlighting other creativity pedagogies, the documentation 
underscores how teachers translated their growing understanding of, and value for, 
creativity into the learning environment. It also highlights how teachers fostered 
creativity and worked toward cultivating creativity dispositions in their learners. 
5.1.2 Preliminary outline and diagrammatic overview of the findings 
Findings emerging from teachers’ records of planning, teaching and learning 
and focus group discussions encompassed three key teaching creativity categories: 
context, activity and environment. Context involved teachers’ experiences of 
contextualising and framing knowledge, while activity encompassed teachers’ 
mindfulness and attention to the processes and strategies employed to scaffold and 
shape creativity in IST learning. Characteristics of the conditions for teaching and 
learning within IST were embodied through teachers’ descriptions of the 
environment. Each of the three categories of context, activity, and environment was 
comprised of a number of common and interrelated themes. These themes describe 
both knowledge and enactment of creativity pedagogy that characterise each key 
category. 
Evolving from the three key categories were also several interlinking sub-
categories. These showed teachers’ knowledge of, and attention to, learning qualities, 
learner activity and emergent learner dispositions in response to the fostering of 
creativity. The sub-categories describe learners’ creativity and consist of numerous 
intertwining foci. These sub-categories and foci highlighted how students were 
developing creativity in response to how teachers enacted their understandings, and 
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served to provide further insight into the manifestation of creativity within the IST 
learning framework. These findings were embedded within both focus group as well 
as records of planning, teaching, and learning data sources. The confluence of the 
key categories and associated characteristics of context, activity, and environment 
across teachers’ records of planning, teaching, and learning and focus group 
reflections led to deeper understandings of fostering creativity in Primary Years 
schooling. Furthermore, these understandings revealed much about teacher practice 
and knowledge building of creativity pedagogy within interdisciplinary and 
transdisciplinary teaching and learning contexts. Figure 5.2 and Figure 5.3 present 
diagrammatic views of the findings surrounding teaching creatively and teaching for 
creativity, inclusive of the key categories (context, activity and environment) with 
their common and interrelating themes (e.g., the use of provocation to explore 
concepts across multiple contexts; and providing choice and challenge through open-
ended challenges to promote learner agency). Off-set to the right of the key 
categories, are the sub-categories (e.g., teachers’ knowledge of developing learning 
qualities and learning dispositions) with their intertwining foci associated with 
students learning to be creative (e.g., collaborating, question posing and responding; 
and personalising learning). 
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Figure 5.2. Teachers’ knowledge of teaching creatively with associated knowledge of developing 
student mindsets. 
 
Figure 5.1 summarises teachers’ understandings of teaching creatively across 
the three key categories of context, activity and environment. Through focus group 
discussion, common themes emerged that helped to identify the creativity pedagogies 
underpinning each of these three categories. Within the activity category, for 
example, one can observe that teachers’ knowledge of teaching creatively included 
consideration for activities that built skills and processes to increase learner 
autonomy. In addition, teachers also valued opportunities for students to take risks 
and accept trial and error as natural processes to learning. In articulating their 
knowledge of teaching creatively, teachers also described student mindsets they were 
witnessing evolve. These understandings constitute the interlinking sub-categories 
delineated as teachers’ knowledge of developing learning qualities and dispositions 
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presented on the right hand side of Figure 5.1. Learning qualities teachers witnessed 
evolve within and among students include such things as collaborating and 
negotiating; increased question posing and question responding; and their ability to 
transfer knowledge across multiple contexts. Teachers also described learning 
dispositions such as intrinsic motivation and students’ tolerance for ambiguity. In the 
centre of the overlapping circles I have placed a visual design symbolising the 
growth of teachers’ knowledge of teaching creatively; the connectedness and 
relationship between the three key categories; and the growing awareness teachers 
had of their students’ creative qualities and dispositions. 
The two focus group interviews provided the most open and unexpected data 
within this case study. This is because the focus groups allowed participants to 
describe in a tangible and immediate fashion their personal experiences and 
understandings of pedagogy encompassing the domain (creativity); their practices 
(sharing ideas, resources, and collaboration); their community (IST framework); and 
their knowledge sharing with peers and co-workers. Each of these components 
tapped into the overall characteristics of the IST learning framework, as opposed to 
singular or individual experiences of teaching and planning. This form of data 
collection also aided in documenting and identifying unknown factors such as shifts 
in perception, tensions and dilemmas that arose from the experiences of working 
collaboratively with unfamiliar pedagogies and new curriculum.  
 Associated with the knowledge teachers expressed through focus group 
discussion were the pedagogies and strategies teachers described and referred to 
through their records of planning, teaching and learning. Figure 5.3 summarises 
teachers’ knowledge of teaching for creativity. 
 Chapter 5: Findings 127 
 
Figure 5.3. Teachers’ records of planning, teaching and learning – teaching for creativity with 
associated student activity and dispositions. 
 
Aligned to their knowledge of teaching creatively, teachers’ records of 
planning, teaching and learning presented understandings of creativity pedagogies 
spanning the same three key categories of context, activity, and environment. 
Through the analysis of teachers’ documentation, numerous pedagogies and 
strategies emerged that identified how teachers were enacting their understandings of 
fostering creativity. Noted within the environment category, for instance, are 
examples of the ways teachers fostered conditions for creative learning, i.e., through 
adopting responsive and diverse approaches to resources, and by being flexible with 
time management. When shaping the learning (noted within the activity category) 
teachers did such things as incorporating reflection and play-based learning 
approaches. When framing knowledge (within the context category) teachers 
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incorporated cross-curricular and interdisciplinary approaches, and employed multi-
sensory provocations and ways of working. When documenting students’ creative 
activity (presented on the right-hand side of the diagram) teachers noted how 
students had, for example, personalised their learning, employed improvisation, or 
transferred and translated knowledge and skills across curricular. In the same way I 
incorporated a visual design into the centre of the overlapping circles of Figure 5.2, I 
have also chosen to symbolically represent teachers enacting their understandings 
when teaching for creativity. The visual designs in the centre of the overlapping 
circles of Figure 5.3 are symbolic of the interrelated, responsive and practical 
approaches teachers adopted in the process of collaboratively planning, teaching and 
learning, and how they perceived these approaches influenced their students’ creative 
activity and growing dispositions. The arrowed boxes have been incorporated to 
imply the proactive and applied responses teachers adopted when expanding their 
knowledge of teaching for creativity. 
In the interpretations and data extracts that follow, teachers have reflected on 
what they have done across a two year span, as well as across year levels and units of 
work. It was not possible to differentiate the year levels, students or units being 
reflected on during the focus group discussions, as the teacher participants worked 
collaboratively across year levels, classes and units.  
In accordance with ethical requirements for this study, and for the purpose of 
maintaining anonymity, I have assigned pseudonyms to individual participants 
within each of the data sources. Table 5.1 outlines the participant pseudonyms used 
to present focus group (FG) interview findings. The teacher participants in the focus 
groups were mixed in that they represent the range of year levels from 3-6. 
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Table 5.1. FG Data Source Codes with Correlating Teacher Participant Pseudonyms. 
Source Code Number of 
Participants 
Participant  
Codes 
Focus Group  
Interview 1 
FG1 5 Eddy 
Debbie 
Ben 
Adam 
Caitlin 
Focus Group  
Interview 2 
FG2 5 Freya  
Ilsa  
Grace  
Holly  
Josh 
 
Table 5.2 presents the data source and pseudonyms used for participant 
teachers’ documentary records of planning, teaching and learning. The Core, 
Specialist, and Leadership teachers have not been distinguished in transcriptions or 
discussions to maintain confidentiality. 
 
Table 5.2 Data Source and Pseudonym Codes for Teachers Documentary Records of Planning, 
Teaching and Learning  
Source Participants Title of Module 
Records of 
planning, 
teaching and 
learning 
Caitlin Celebration week 3 
Celebration week 4 
Celebration week 5 
Celebration week 6 
Celebration week 8 
Kate Celebration weeks 5-8 
Change weeks 1-5 
Change week 6 
Change week 7 
Change week 8 
Debbie Survival Semester 1 
Survival Semester 2 
Grace Recycle, Reuse and Reimagine weeks 1-12 
Recycle, Reuse and Reimagine PowerPoint 
presentation 
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From participants’ records of planning, teaching and learning, I compiled 
three figures to represent year level Semester Overviews. These overviews identify 
individual characteristics of module planning, teaching and learning activity and 
classify these into the IST Framework components of: concept; topics/themes/ 
contexts; provocations and/or questions; arts, technology and core subjects; and 
facilitators. Table 5.3 details the participant documents that were used to compile 
these figures. Following this is an explanation of how the components were linked 
within each figure in order to evaluate the findings. Please note Figure 5.4 (listed in 
Table 5.3) is not an overview but instead refers to photos of students work presented 
by teachers within their planning, teaching and learning documentation.  
 
Table 5.3 Figure, Code and Documents used to Compose IST Overviews 
Description of documents used to construct 
figures 
Figure Code 
Caitlin’s ‘Celebration’ documents weeks 3-8 and 
 Kate’s ‘Celebration’ documents weeks 5-8  
5.3 
5.4 
3, Cel 
3, Cel SSW 
Kate’s ‘Change’ documents weeks 2-5 5.6 3, Ch 
Grace’s ‘Recycle, Reuse and Reimagine’ weeks 
1-12 and ‘Recycle, Reuse and Reimagine’ 
PowerPoint presentation 
5.7 6, RRR 
 
As previously noted, the overview sub-headings (concept; 
topics/themes/contexts; provocations and/or questions; arts, technology and core 
subjects; and facilitators) correspond to the interconnected components constituting 
the IST framework as introduced in Chapter 1, Figure 1.1 and Figure 1.2. With 
regard to discerning the difference between concepts, themes and topics, a concept 
defines broad, overarching, and transferable understandings (e.g., celebration, 
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survival, or change and constancy). Themes, on the other hand, provision content to 
be explored in flexible ways, dependant on the context in which they are examined. 
These contextualised understandings may be transferable across disciplines in limited 
ways. An example would be exploring celebration (broad overarching concept), 
through cultural celebrations (context) and more specifically the practice of ritual and 
ceremony (theme) could aid students to better interpret traditional stories, music and 
movement from various countries. Topics differ from themes in that they are often 
used to frame facts and skills. More often, topics define content that is discrete and 
not transferable. If I were to extend on the above example of rituals and ceremonies, 
I may want students within an art lesson to explore the topic of texture through 
African mask making using various modelling techniques. If on the other hand I was 
planning a lesson in English, I may introduce students to skills necessary for 
composing a particular style of narrative writing. Each overview sub-heading (refer 
following Figure 5.4) is therefore aligned to a concentric ring depicted in the 
diagrammatic view of the IST framework (this is positioned in the upper right of 
each overview). Scanning down the overview, each numbered point correlates with 
its numerical extension under consecutive headings, e.g., point 1 under 
Topics/Themes/Context is aligned to point 1.1 under Provocations and/or Questions, 
and to point 1.1a under the heading Arts, Technologies and Core Subjects. Tracking 
this example through for the following Figure 5.4, teachers initially introduced 
students to the broad concept of ‘Celebration’ through the context of cultural 
celebration (point 1). In the process of establishing foundational knowledge and 
conceptual understandings, teachers provoked students’ thinking and questioning 
through the use of music from China and Africa and watching/listening to a Chinese 
New Year legend (point 1.1). Students were simultaneously engaged with discrete 
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discipline content by participating in clapping and rhythm exercises, and in sound 
visualisation (combined music and visual literacy). In addition, students devised 
dance movement pieces in response to music (point 1.1a). Listed under the ‘Learning 
Facilitators’ heading is the community of learners who participated in the overall 
planning and teaching of the unit. Similarly, this seriation applies for all numbered 
points in Figures 5.4, 5.6 and 5.7.  
 
 
 
Figure 5.4. Year 3 IST ‘Celebration’ Semester Overview. (3, Cel) 
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Table 5.4 lists sub-heading topics associated with each of the key categories 
that are used to organise the findings presented in Sections 5.2, 5.3, and 5.4 of this 
chapter. Each sub-heading section identifies and evaluates associated findings 
connected to the key categories and sub-categories outlined in Figure 5.2 and Figure 
5.3 data. Many of the pedagogies and strategies teachers articulated and incorporated 
into their planning, teaching and learning worked in unison within and across the key 
categories. It was not possible to cross-map the research questions with the sub-
headings as they worked across the two areas of investigation in this thesis: teaching 
for creativity and teaching creatively. The sub-headings have been used as a way of 
clustering data findings across both teaching creatively and teaching for creativity 
that best support the rationalisation for each key category, and the interrelated nature 
and function of creative pedagogies as they were perceived and enacted by teachers. 
An example of this would be sub-heading 5.2.2 ‘Fostering creativity through 
provocation and questioning’. In this section I draw together planning documentation 
and focus group discussion that encapsulates how teachers’ understandings and 
enactment of fostering creativity through provocation and questioning evolved within 
IST. Within the associated analysis, I have identified numerous clustering and 
interconnected pedagogies that describe teachers’ knowledge building and enactment 
of creativity. 
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Table 5.4. Sub-heading topics associated with key categories of Context, Activity, and Environment. 
Sub-
heading 
Context 
 
Sub-
heading 
Activity 
 
Sub-
heading 
Environment  
 
5.2.1 Aligning, 
sequencing and 
interlinking cross-
curricular 
knowledge 
 
 5.3.1 Play-based 
learning activity 
5.4.1 Teachers as 
learners and  
co-collaborators 
5.2.2 Fostering creativity 
through 
provocation and 
questioning 
 
5.3.2 Open-ended 
challenges 
5.4.2 Student 
collaboration 
5.2.3 Working with 
knowledge 
 
5.3.3 Collaborative 
thinking and 
inquiry 
 
5.4.3 Cultivating 
engagement 
5.2.4 Fostering tolerance 
for ambiguity and 
risk-taking 
 
5.3.4 Learner agency 
and risk-taking 
5.4.4 Perceptions of 
time 
5.2.5 Reflexive and 
responsive 
approaches to 
practice and 
planning 
  5.4.5 Outcomes versus 
assessment 
 
5.2 Context: Framing the learning within the interdisciplinary and 
transdisciplinary context of IST 
When combined with creativity pedagogy, the interconnected IST framework 
of a community of learners exploring cross-curricular conceptual provocations, often 
led to interdisciplinary and transdisciplinary teaching and learning. Teachers’ 
perceptions and enactment of creativity pedagogy during IST was evident in the way 
knowledge and understanding were framed and contextualised. For example, 
exploring ideas and concepts through multiple contexts, and incorporating risk-
taking, and trial and error were strategies used to learn and inquire. 
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As teachers …we’ve been molded; you know, crossing the T’s, dotting the I’s. 
I got my warm up part of my lesson, I’ve got my core part, I’ve then got a 
cooling. That really gets chucked out of the window... if something is posed 
from a student, you’ve got to be able to respond. But then not to give them the 
whole answer, but just … a suggestion, a little taster for them to go off. … I 
like to be able to go, “Right, what did we achieve in that session? How am 
I going to start the next session with just the right provocation to allow 
that process to unwind naturally again?” As opposed to saying, “Right, 
we’re going to do … this, this, and this.” I think if you become too 
structured, that’s when it breaks down. … You can see how things have 
evolved, … teachers are now becoming … accustomed to what prepares 
and what sets up good creativity sessions. 
(Ben, FG1) (emphasis added) 
Ben’s opening comment describes the shift in practice teachers experienced as 
they transitioned from curriculum-defined teaching approaches to the more 
responsive and flexible approaches of interdisciplinary and transdisciplinary student-
centered teaching and learning. As teachers worked to align and include the content, 
processes and skills of numerous disciplines with broad concepts, they found it 
necessary to challenge and adapt their once-familiar teaching approaches. This led 
teachers to adopt new practices more conducive to exploring relationships, 
connections and intersections between cross-curricular content, processes, and skills. 
In this process, the specificity of discrete subject knowledge gave way to 
interdisciplinary and transdisciplinary creative thinking.  
As outlined through Table 5.4, the key category of context is separated into a 
number of sub-headings which serve to examine teachers’ perceptions and practices 
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of interlinking cross-curricular knowledge; the influence of provocations and 
questioning within flexible teaching and learning settings; and the ways in which 
teachers guided students to work with knowledge. In addition, I will also examine 
how teachers fostered tolerance for ambiguity and risk-taking in students, and the 
reflexive and responsive approaches they adopted to their planning and practice. 
Lastly, I explore teachers’ shifting perceptions and attitudes stemming from 
experiences of framing and contextualising knowledge in interdisciplinary and 
transdisciplinary teaching and learning contexts.  
Stemming from documentation provided by teachers involved with the 
‘Celebration’ unit (refer Figure 5.4) was an expanse of data to draw evidence from in 
relation to aligning, sequencing and interlinking cross-curricular knowledge (sub-
heading 5.2.1) and fostering creativity through provocation and questioning (sub-
heading 5.2.2). As a consequence of this, there is detailed reference made to this unit 
throughout these two sections. 
5.2.1 Aligning, sequencing, and interlinking cross-curricular knowledge. 
This section explores how teachers interpreted the Immersion Studies Time 
framework planning elements of concepts, topics and themes and contexts in relation 
to interlinking cross-curricular knowledge. The ‘Celebration’ Semester Overview 
(Figure 5.4) was compiled from –the records of planning, teaching, and learning of 
two participants – Caitlin and Kate. Figure 5.4 outlines how students were introduced 
to varying themes associated with the concept of celebration. Additionally, it 
describes how these themes were introduced and later explored through 
interdisciplinary provocations and activities. This overview provides insight into 
teaching creatively and teaching for creativity pedagogies used to frame and 
contextualise interdisciplinary and transdisciplinary approaches to working with 
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knowledge. By examining how IST framework elements and people (concept; 
topics/themes/contexts; provocations and/or questions; arts, technology and core 
subjects; and facilitators) interlink and relate, one can begin to understand how 
teachers frame and contextualise knowledge to foster creativity.  
The ‘Celebration’ Semester Overview (Figure 5.4.) presents evidence of how 
teachers scaffolded students’ conceptual knowledge development through multiple 
contexts and themes. This was partially achieved through the selection, alignment 
and sequencing of the topics/themes and/or contexts employed to frame the 
subsequent teaching and learning activities that follow. These selected themes and/or 
contexts both determined and set the scene for the knowledge in which students were 
subsequently immersed. Additionally, the sequencing and interlinking of these 
themes and/or contexts promoted the transfer of students’ accumulative 
understandings as they progressed through their learning. This in turn worked to 
scaffold learner agency, providing the preparatory foundation for this IST unit’s 
culminating self-determined inquiry and creative expressions of conceptual 
understanding (see Figure 5.4 dot point 5 of Topics/Themes/Contexts).  
Teachers involved with the unit (Figure 5.4) also approached and explored the 
overarching concept of ‘Celebration’ from a diverse range of perspectives. Using 
multiple contexts containing cross-curricular content to explore ideas and concepts, 
is a characteristic of teaching for creativity that works to promote interdisciplinary 
knowledge transfer in students. In applying this approach, teachers fostered PT by 
encouraging students to accept a plurality of ideas through exploring and celebrating 
multiple cultural and contextual perspectives of celebration. Within this context, 
students’ conceptual understandings are also extended beyond making 
generalisations within bound discipline knowledge, as is more often the case in 
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formalised learning situations. When considering Figure 5.4’s contexts in relation to 
the provocations, the diverse perspectives are: cross-cultural (i.e., Chinese and 
African); historical and commemorative (memorial, religious); 
philosophical/spiritual (Christian and Hinduism, as well as Chinese New Year); and 
personal/expressive (self-determined). Within this setting, teachers fostered 
knowledge transfer and PT through immersing students in a mosaic of interlinking, 
contextually diverse perspectives surrounding a broad overarching concept. It was 
the alignment and sequencing of the themes that presented students with varying 
contextualised perspectives of the concept, thus allowing them to observe and 
experience how the concept manifested itself in different situations. This tactic 
fostered knowledge transfer and enhanced interdisciplinary ways of working. Along 
the way, teachers immersed the students in targeted, discipline-related content where 
and whenever possible. The confluence of these occurrences provided the foundation 
from which students could employ PT as a basis to launch into self-elected 
interdisciplinary or transdisciplinary ways of working. 
5.2.2 Fostering creativity through provocation and questioning 
This section explores teachers’ perceptions and enactment of fostering 
creativity using provocations and questioning. The intention for employing 
provocations and questioning, and the value teachers’ attributed to this, was evident 
in focus group discussion, and in their records of planning, teaching and learning. 
Building on the foundations of the diverse conceptual contexts outlined in 
Figure 5.4 are the provocations and questions teachers employed to frame 
knowledge. The provocations and subject activities outlined in the Figure 5.4 
Semester Overview provide insight into how teachers introduced students to discrete 
discipline knowledge in the process of exploring broader conceptual and creative 
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understandings. Although the incorporation of multi-sensory provocations, such as 
listening and responding to cultural music, dance, costume and story-telling, are 
directly linked to discipline knowledge through content based activities, it is the 
amalgamation of these within a single unit of learning that works to promote 
interdisciplinary and creative thinking.  
In teaching for creativity, teachers used contextual provocations to engage 
students in subject-specific skills, processes and inquiry in order to build students’ 
creative autonomy. An example of this is where teachers guided students to devise 
and construct their own celebratory costume (refer to Figure 5.4 points 2, 2.1 and 
2.1a). Here we find evidence of teachers initially leading students to explore the 
conceptual links between costume and celebration, before fostering students’ 
creativity through employing strategies such as question-posing/responding, 
imagining, speculating and problem-solving. We can also see how teachers built a 
diversity of experiences into the learning focus and challenged students to solve 
open-ended problems where they had the potential to realise individual and personal 
alternate routes of thinking and doing. Teachers within this context moved students’ 
understandings from knowing about the relationship between celebration and 
costume (art-based skills and processes), to doing (problem-solving, devising and 
constructing), to finally expressing personally unique ideas and understandings of 
celebration, costume, art and experience. 
The following extract from a participating teacher’s record of planning, 
teaching and learning about the Celebration unit in Figure 5.4 describes how some of 
the interconnecting characteristics of teaching for creativity and interdisciplinary 
learning unfolded in the course of the unit: 
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Teachers started working with … students to develop knowledge and 
experience of different cultural celebrations to form a foundation of 
understanding before branching out into the IST projects. … Music was 
used as a provocation … with the students listening to … traditional 
Chinese … and African music. Students were asked to close their 
eyes and create a picture in their heads of what the music might 
evoke. … Concept-maps were used to assist students to clarify their 
understanding and experience of the musical pieces, and how they 
might interpret these through movement. Students then composed … 
dance movements to convey their chosen celebration and performed 
them to the group. Throughout the course of this session the students 
were given the time and freedom to make mistakes and experiment 
with ideas.  
(Caitlin, ‘Celebration’ week 3 doc) (emphasis added) 
This extract highlights how teachers have effectively woven a variety of 
knowledge bases together while also drawing attention to the value of creative 
contributions across several disciplines. Within this extract, there is evidence of 
teachers introducing students to several cultural perspectives of celebration, initially 
through music. Simultaneously, students were introduced and immersed in musical 
composition and listening skills, dance choreography, movement and performance. 
There is also evidence of teachers encouraging students’ creativity through 
envisioning, imagining, experimenting and risk-taking in the process of personalising 
their learning. These combined characteristics of teaching for creativity promoted the 
opportunity for students’ creative responses and contributions to be both recognised 
and valued as being part of a larger interdisciplinary and transdisciplinary knowledge 
context. When cultivated by teachers, these learning experiences affirm students’ 
value for creative endeavour and work to build students’ belief in their own creative 
ability. Through the exploration of broad conceptual understandings, teachers 
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immersed students in a montage of learning experiences that covered numerous 
disciplines of thinking and skill development. Students’ curiosity was enhanced 
through teachers framing knowledge development around multi-sensory 
provocations and questioning. This fostered creative thinking possibilities and 
enriched students’ interdisciplinary understandings and conceptualisations. 
Also aligned to this Year 3 ‘Celebration’ Semester Overview (Figure 5.4) is a 
record of activity presented from participating teacher, Kate. This extract highlights 
how teachers consolidated students’ knowledge and supported learner autonomy 
when providing open-ended challenges. Here, Kate describes the concluding 
teaching and learning activity outlined in dot points 5, 5.1, and 5.1a: 
Students began to culminate their knowledge of dance, costume, music, 
structures and story, identifying what is important or special. … 
[Teacher A1] led the children in a quiet, reflective activity where 
they brainstormed … to consider people, places and objects that had 
significant meaning to them. … [Teacher B] encouraged…children to 
choose one important person, place or thing to celebrate. Children 
… used the knowledge … gained through IST and History lessons 
to decide how they are going celebrate this person, place or thing. … 
[Children] were given planning time to decide what they would like 
to celebrate, why this was important to them and how they would like 
to celebrate. … Those who wished to make a structure could talk with 
[Teacher C], students who want to create a dance could talk to [Teacher 
B], children wanting to make clay statues could talk to [Teacher D]. 
(Kate, ‘Celebration’ weeks 5-8 doc) (emphasis added) 
                                                 
 
1 Teachers A-D refer to teachers outside the research. As the study explored teachers’ perceptions 
there is justification to include individual perceptions and experiences of operating within a 
community of learners. 
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This extract highlights teachers’ collaborative efforts to accommodate open-
ended learning challenges as an extension to prior foundational learning. Within this 
learning phase, teachers consolidated learner skills such as reflection, brainstorming, 
identifying, discerning and clarifying. The amalgamation of these skills, for the 
common purpose of creative endeavour, fostered creative agency and thinking in 
students. The open-ended challenges teachers presented to students directly fell out 
of teachers initial knowledge framing provocations and questioning. As such, the 
challenges stimulated students to transfer their interdisciplinary understandings and 
skills in novel ways. In the process of knowledge transfer, teachers were able to 
provoke students to extend and build on their conceptual interpretations. In addition, 
teachers collaboratively guided students to identify personally significant 
components of their prior learning as a launch-pad for individual creative endeavour.  
Through both Caitlin’s and Kate’s extracts above, insight is provided into a 
setting where students are encouraged to build creative dispositions of autonomy, 
imagination, and risk-taking. As well, there are opportunities for students to transfer 
processes, skills and knowledge between conceptual contexts. Furthermore, teachers 
have promoted creativity by valuing flexible thinking and working approaches as a 
means to students building shared interdisciplinary understandings. Within this 
environment, students responded by collaborative engagement in creative endeavours 
through exploring, devising, making and expressing conceptual understandings. The 
following images (Figure 5.5) come from both Caitlin’s and Kate’s Year 3 
‘Celebration’ planning, teaching and learning documents and are examples of 
costume, concept webs, paper, stick, plasticine and clay sculptures the students 
devised during the above described open-ended learning challenges. Also included is 
an image of a student’s related mind mapping sheet. The purpose of providing these 
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images is to help contextualise the processes underpinning teaching; however, as 
these are images of student products they have not been individually analysed. 
 
Figure 5.5. Year 3 IST ‘Celebration’ Samples of Student work. (3,Cel SSW)   
 
In addition to helping frame knowledge, create interdisciplinary thinking 
opportunities and enhance knowledge transfer, the creative pedagogies of 
provocation, question-posing and question-responding also provided students with 
opportunities for meaningful reflection and metacognition. This is evidenced in 
discussion between focus group participants Freya and Holly, and in a separate 
excerpt from Adam: 
Freya: I found with the Year 3s … they’re actually expecting me to give 
them another question; to think … rather than an answer. I think, “This 
is great” because they’re not actually wanting the answer, they’re … 
putting their question to me to see if I can help … and I’m actually 
going to help them unpack that a bit by giving them more questions. 
Holly: They’re verbalising their thinking.  
(FG 2) 
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These kids are…able to articulate their thinking and they have a 
vocabulary to support that thinking that’s very sophisticated. … There’s 
a real confidence. 
(Adam, FG 1) 
This dialogue identifies the important role creative learning qualities like self-
reflection, question-posing and question-responding play in the process of students 
consolidating and testing out their knowledge. Apparent across these excerpts is 
support from the teachers themselves for a shift from the traditional teacher-student 
relationship. This shift requires a transition away from instructional teaching 
approaches to reciprocal classroom relationships that allow for an ongoing 
interchange of ideas for the purpose of fostering students’ creative and PT and 
provisioning learner voice.  
Through teachers employing provocations and instilling a questioning ethos, 
children were encouraged to bring their experience and knowledge to the learning, as 
evidenced in this focus group passage:  
They’re going to come up with ideas from … their prior 
experiences, their prior knowledge. … It’s acknowledging that, 
respecting that … and providing questions, providing provocations 
to keep the discussion open, and not closing things off. ... It’s like, 
“Ok, that’s a point, that’s an idea, let’s lodge that up there 
somewhere, and then why don’t you have a think about this”…. 
“Go off, brainstorm some ideas [and] come back”. So it’s constantly 
… like that little computer game with the ball … that moves around and 
… keeps coming back. Ideas come to you, send them back off with 
something else, until they build this cloud of ideas that suddenly … 
“You’ve got 10 ideas … now what can we do with that, and how can 
we play with that?”  
(Adam, FG1) (emphasis added) 
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This excerpt (relating to Years 5 and 6 IST) reveals how provocation, 
scaffolded by question posing from the teacher, encourages students to multiply and 
expand their understandings as a means to form connections beyond their immediate 
and initial experiences. This creative process prompts students to identify what they 
know, reflect on what they can do with that knowing, and to recognise the creative 
possibilities and transferability of their understandings across multiple situations and 
contexts. Within this flexible setting, students begin to create new knowledge, rather 
than being restricted to applying or simply reproducing bound knowledge. 
Furthermore, there is evidence of teachers reporting on students being exposed to the 
creative mindset of not settling on the first or just one idea. Rather, they are guided to 
come to terms with multiple perspectives and possibilities, thus further building 
creative dispositions of a tolerance for ambiguity and risk-taking on the part of 
teachers as well as students. By marrying the creative pedagogies of provocation and 
open-ended question posing and responding, teachers can effectively let go of the 
traditional role of being the primary knowledge bearer. 
5.2.3 Working with knowledge 
Working with knowledge in different ways fostered students’ creative activity 
and dispositions within the trial. Teachers’ perceptions of the purpose for acquiring 
content knowledge have the capacity to shape the way they interact with students 
within creative learning environments. Examples of teachers’ shifting attitudes and 
perceptions to working with knowledge are highlighted by participants Adam and 
Debbie in the following two excerpts: 
Adam: It’s the ability to make connections. … There’s some content, 
but there’s also these issues over here, and what happens if I start to 
play with those, and then get the kids to look into that, and let them run 
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with that?… [It’s] knowing when to make use of content … to build 
connections, and explore bigger pictures. 
Debbie: I see ... their IST thinking come into History, and … [in] 
Science when they’re designing experiments … I’ve noticed a 
difference in the way they converse …. These guys are actually happy 
for you to … give them a provocation and they design the experiments 
… based on their prior knowledge. … I can … see that ability to have 
faith … they can succeed in what they’ve decided to do. Not necessarily 
in the outcome, but in the process. It comes across a lot stronger in 
other subject areas, especially those ones that aren’t, chalk and talk … 
fractions lesson.  
(FG 1) (emphasis added) 
Adam’s approach exemplifies the awareness that content is made more relevant 
for students when connected to broader ideas, issues or understandings. Rather than 
having a singular point of focus, students were prompted to build a web of 
knowledge references and interconnecting ideas. In this process, teaching creatively 
and teaching for creativity played a fundamental role in provoking students’ creative 
and Possibility Thinking. This included the aptitude for translating and transferring 
knowledge and processes across the curriculum, and tolerating ambiguity in the 
process of refining or conceptualising understandings. In this environment, content 
does not provide a single answer and knowledge is not viewed as linear. Instead, 
content becomes a conduit for possibilities, interdisciplinary connections and 
knowledge relationships. In this flexible and responsive environment, knowledge is 
not diluted as it intersects with discipline boundaries, but rather progressively 
deepens as knowing, doing and transferring work in unison with one another. 
Debbie’s observation provides evidence of teachers’ raised awareness to their 
students’ propensity to independently transfer creative thinking and problem-solving 
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processes across varying situations and contexts. Aligned to this are signs of 
increased creative autonomy as students transferred their creativity across 
curriculum, matching their dispositions to situational learning opportunities. 
The provision of choice, challenge and open-ended provocation influenced 
teachers’ perceptions of creativity, and raised awareness to strategies that promoted 
creative confidence in the process of learning. This was evidenced in the following 
focus group dialogue:  
Debbie: We were talking about … options, but … having 
limitations. Instead of saying, “Well, you can do DT or Music, or 
Drama, or Media Arts…it’s all open slather.” Even though they can 
explore these during the process of learning … you can then bring 
them in with a limitation, … guide them away from those 
ones…they always choose, so that they’re challenged. Otherwise 
they become too comfortable … and they’ll never break out from 
that, because they’re too scared. ... So then you’re back to scratch with 
them not being game to… 
Ben: Take risks… 
 (FG1) (emphasis added) 
This extract reveals a learning environment where teachers are responsive to 
individual student needs. While this setting is flexible, the rigour and purpose for 
learning has not been compromised. Although one would expect this to be the case in 
every school environment, flexible, responsive teaching and learning environments 
present challenges in that it can be difficult to demarcate and track students’ 
progressive knowledge building using formalised approaches. This is especially the 
case in settings where risk-taking is promoted as a way forward for learning. In 
flexible learning contexts, where open-ended provocation and choice influence 
student activity and outcomes, the purpose of creative activity is not for its own sake 
 148 Chapter 5: Findings
or disconnected from curriculum knowledge building. Nor is allowing students to 
stick with what they know because it has worked for them in the past.  
Teachers in this setting promote a breadth of discipline experience by 
encouraging students to explore and delve into alternate disciplines or pathways of 
inquiry. This ties in to Adam’s comments above in regard to “helping students build 
connections, and explore bigger pictures” (of understanding). Additionally, teachers 
also fostered creativity by valuing cross-curricular knowledge and skill transfer; 
multi-sensory approaches to problem-solving; and risk-taking. In doing so, teachers 
are cultivating interdisciplinary and transdisciplinary thinking and doing among their 
students, and supporting PT. These approaches to working with knowledge override 
the limitations of bound discipline thinking.  
Within Debbie’s and Ben’s excerpts, we discover teachers avoiding the 
temptation to overly guide children along predetermined pathways. Teachers 
demonstrate this by intervening for the purpose of extending students beyond their 
known capabilities. These ‘teaching creatively’ approaches also involve letting go 
and standing back pedagogy, but as Debbie astutely points out, “it’s not all open 
slather”. Rather, letting go and standing back pedagogy was tempered by teachers’ 
‘meddling’ (McWilliam, 2008). These complimentary approaches worked in unison 
throughout open-ended challenges that incorporated choices for exploring, inquiring 
and presenting understandings. The choices students made were monitored by 
teachers, who along with allowing for trial and error and risk-taking, also ensured 
that rigorous learning progression was not compromised. 
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5.2.4 Fostering tolerance for ambiguity and risk-taking 
Within an educational environment of national testing and assessment driven 
outcomes, promoting creative risk-taking and trial and error as ways to learn can be 
confronting for both teachers and students. During the research time frame, the 
outcomes students produced within IST were not summatively assessed. The degree 
to which this influenced teachers’ perceptions and practice in regard to promoting 
creative risk-taking is yet to be fully determined. What was evident though, was that 
teachers’ understandings of how creative pedagogies of standing back and letting go 
promote learner creative dispositions of risk-taking and trial and error. This is 
highlighted in discussion between Holly, Freya and Josh: 
Holly: The children have a lot stronger input, … I’m a lot more 
open to their ideas; … to experience failure, and that being okay. … 
We don’t have as many meltdowns if it just doesn’t work, because they 
know that they … [can] try something else.  
Freya: It’s not teacher directed … [it’s] everyone working out where 
you’re going, and what you’re doing. Even though you’ve presented a 
provocation or a bit of an idea, not everyone goes that way … It’s a 
much more collaborative approach to the learning, rather than top 
down. 
Josh: Whether it’s our nature, we want to jump in, and … I think you 
could see … people were standing back and then that’s where you 
get the peer teaching, because they [the students] actually know … 
the information and the knowledge can come from other places, 
other than this bigger person that’s in the room.  
 (FG 2) (emphasis added) 
This dialogue accentuates features of creative teaching and learning that work 
to build student agency and creative autonomy. In particular, we discover teachers 
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(Core and Specialist spanning Years 3-6) being open to students’ ideas and input, 
and actively seeking ways to accommodate these. Additionally, there is evidence of 
collaborative learning, with both the teachers and students tolerating ambiguity by 
not working toward predetermined outcomes from the onset. In this circumstance, 
teachers are learning creative dispositions alongside their students. In the process of 
letting go and standing back, there is evidence of teachers’ valuing the creative 
dispositions of risk-taking and trial and error.  
Further characteristics of an acceptance for ambiguity, and a promotion of 
letting go and standing back pedagogy, came through in the following excerpt: 
…[Students are] coming with questions that are driven by how they can 
move their work forwards into new areas, rather than, “Is it good?” 
…They’re not seeking affirmation … students are now starting to think, 
“Well, here’s what I was thinking, here’s what I’m doing and where 
else might this go?”… Rather than just wanting to know, “Is this right?” 
or, “Is this good?” 
(Adam, FG 1) (emphasis added) 
Adam’s comment is evidence of teachers’ growing recognition of students 
developing creative dispositions. This is especially in regard to learner autonomy, 
intrinsic motivation, complex problem-solving and reflection. These learning 
qualities and dispositions are attributes of creativity and help to promote creative 
risk-taking and trial and error. Furthermore, Adam’s observations demonstrate the 
value teachers are placing on their students’ learning and exploring ideas as opposed 
to the ‘school’ learning of right or wrong answers. 
As highlighted in this section’s examples, the development of creative 
autonomy is not a journey students take alone. Teachers work alongside students, 
recognising and affirming the processes of discovery and invention as being equally 
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valuable to any final attainment or presentation. These creative pedagogies also 
challenge teachers to model and enact a tolerance for ambiguity in their practice, and 
accept plurality and risk-taking as being integral to fostering creativity in flexible 
learning environments. 
5.2.5 Reflexive and responsive approaches to practice and planning 
In catering to the fluid nature of IST, teachers practised responsive and 
reflexive approaches to practice and planning. This supported students’ creative 
activity and engagement in learning. The following focus group extract suggests 
teachers’ collegial understandings and recognition for the role of reflexive and 
responsive practice and planning:  
Debbie: …Planning is important …you can’t … go into the lesson 
with no idea of how you’re going to provoke them to be creative. … 
It doesn’t mean that the plan is going to go in that direction. …The 
direction it takes is often … on a tangent to what you’ve thought, 
but it’s just that initial, “This is how I’m going to start the lesson, and 
then we’ll let it go from there.” You can’t just walk in and say, 
“Woohoo, we’re going to have IST time now. Go and do whatever you 
want.”  
Caitlin: There has to be a plan, but then you have to be prepared to 
be… 
Debbie: Flexible… 
Caitlin: Absolutely, you really have to have thought through that 
provocation or whatever …you’re showing… to get them thinking. 
Ben: The planning has to be very strategic … so that you captivate 
them…. It’s all about trying to … get the kids enthused and 
passionate … to the point where you’re almost pulling; …trying to 
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hold them back.… Soon as you know you’ve got them, that’s the 
point when you let them go.  
Debbie: It’s like a hook for a fish.  
Ben: It is yeah. You can’t leave them dangling too long, you just need 
to give them enough to get them excited and then let them go.  
 (FG1) (emphasis added) 
The influence of IST encouraged teachers to consciously foster creativity when 
crafting and enacting planning. This extract confirms teachers’ conviction in 
students’ conceptual understandings and creativity being strategically built around 
the timely introduction of appropriate provocations. Furthermore, teachers promoted 
students’ individual creative endeavours by provoking curiosity and creating an 
atmosphere of excited anticipation. In this extract, there is also evidence of teachers’ 
confidence in their practice to enact responsive and divergent approaches to working 
with knowledge, processes, skills and strategies in purposeful and meaningful ways. 
Teachers express well-considered understandings for the potential of knowledge 
acquisition for supporting learner autonomy. In addition, teachers were attuned to 
anticipated student interests, needs and engagement, and in this process took steps 
toward fostering PT.  
Reflexive and responsive stances to teaching and planning were also 
influenced by the process of reflection as outlined in the following focus group 
discussion between Freya and Holly:  
Freya: Some of it’s reflective planning; … They actually looked at this 
week and thought, “Ok, well next week, and it looks like we’re going 
this way” because the children were … helping to guide. But at the 
same time … they had in their mind, some content areas … they 
were trying to hit. So it was about where the children were going, 
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and … facilitating those options to get them to …wherever it might 
be… 
Holly: Reflective planning … we get our children to do that each 
week. They document what they’ve done during the week, and 
where they would like to take it to next week. Then next week, they 
… look at where …they were going, and [whether] they still want it 
to go that way.  
Freya: .… It was about knowing that next week, “Ok, that’s kind of 
…where they think they might go. So how could we help them, or how 
can we support their thinking by finding those resources for them?” 
And sometimes that’s a challenge.  
Holly: …With the older children, we encourage them to say, “Well, 
next week we want to do this. Therefore, to make this work, we’re 
going to need, this, this, and this” and so therefore we need to go 
and… 
 (FG1) (emphasis added) 
This dialogue identifies the interconnectedness between participants’ own 
reflective and responsive planning approaches and their students’ reflective and 
predictive practices. The conversation refers to a Year 6 learning sequence and 
provides insight into how teachers navigated instructional pathways through 
incorporating learner-inclusive pedagogy to negotiate creative learning. These 
reflective practices can contribute to fostering creative learner characteristics such as 
intrinsic motivation, learner autonomy (through students personalising their learning) 
and problem-solving and problem-defining. Perhaps the most significant discovery to 
emerge from this discussion lies in the commitment teachers exhibit toward 
extending their own peer-to-peer collaborative planning practice to also be inclusive 
of teacher/student collaborative and creative planning. In this setting, teachers 
empower students to transform from a position of acquiescence to become active 
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contributors and collaborators in the co-construction and design of their own 
learning.  
Evidence of collaborative planning inclusive of both teacher and student input 
came through in the large-scale templates teachers often used to gather students’ 
ideas and input in regard to concepts, topics/themes, and questions during the 
preliminary stages of unit planning. These templates also served a multiple purpose 
by informing parents, visiting Specialists and experts of the IST learning taking 
place. Figure 5.6 represents one such template composed jointly by the IST teachers 
and students of Year 4. 
 
Figure 5.6. Year 4 ‘Survival’ preliminary joint teacher/student planning template. Refer Appendix C 
for enlarged copy. 
 
In the concentric circles to the right hand side of the template (Figure 5.6, 
labelled as point A) the teachers have encouraged students, through questioning and 
provocation, to contribute ideas, queries and further lines of inquiry they may wish to 
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follow as a means to developing their understandings of the concept ‘Survival’. In 
this instance, students have been encouraged to write ideas and points of interest 
down on sticky notes that have been placed onto the template, or have written 
suggestions and ideas directly into the planning sections. Following this initial phase 
of planning, teachers have collaboratively added curriculum content descriptors 
across various subjects they would like to imbed into the learning as it progresses on 
the left-hand side, labelled as point B. 
Reflexive, flexible, inclusive and responsive approaches to planning, within 
interdisciplinary and transdisciplinary teaching and learning environments, diverge 
from traditional approaches in that the direction is open to the primacy of learner 
voice. Furthermore, these approaches allow teachers to build on and work with what 
students bring to the learning, thus accommodating students choice and creative 
agency. Teachers are then able to strategically employ their expertise in particular 
pedagogies and in curriculum content to support the exploration of provocations that 
lead to the development of students deeper conceptual and creative understandings. 
Student outcomes are not predetermined or initially stated; however, teachers often 
selected core processes, skills, strategies and content they aimed to weave into each 
learning sequence.  
5.2.6 Summary of framing and contextualising knowledge within the 
interdisciplinary and transdisciplinary learning context of IST 
When contextualising and framing learning within IST, teachers were 
challenged to approach their practice and the exploration of content knowledge in 
novel ways. The interlinking IST framework elements of a community of learners 
exploring cross-curricular conceptual understandings through provocations, often led 
to interdisciplinary and transdisciplinary teaching and learning. This effectively 
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unmoored bound content knowledge and allowed for the softening of discipline 
boundaries. To overcome the challenge of working with knowledge in novel ways, 
teachers collectively adopted and implemented pedagogy aligned to teaching 
creatively and teaching for creativity. As identified and interpreted in this section, 
these pedagogies include: exploring broad concepts through multiple contexts; 
utilising well aligned provocations (many multi-sensory) to introduce open-ended 
challenges and activate knowledge transfer; promoting creative risk-taking, question-
posing and question-responding; and adopting responsive and reflexive approaches 
to teaching and planning. Next, I will examine how teachers fostered creativity in the 
ways they shaped learning activities. 
5.3 Activity: Shaping the Learning  
…it’s not about the learning of all these different facts, it is…about the 
process and…collaborative working, and looking at a particular area 
deeply.  
(Ilsa, FG2)  
Ilsa’s comment alludes to students’ activity and participation in the learning 
process, and the depth of their learning beyond fact-based content. Teachers’ 
knowledge and enactment of creativity pedagogy used to shape learning within IST’s 
interdisciplinary and transdisciplinary environment grew out of the activities in 
which students were immersed. Through the previous Figure 5.3, I presented 
evidence of pedagogical approaches teachers undertook to contextualise and frame 
knowledge. Running parallel to contextualising and framing knowledge is evidence 
of teachers building students’ skills, processes and strategies to scaffold agency and 
creative autonomy; for example, the incorporation of reflecting, collaborating and 
play-based learning in lessons. This pedagogy determined much of the learning 
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activity and influenced how students worked with and explored the potential of 
knowledge. This section talks about teachers’ reflections, and what teachers reported 
and described students doing during IST. 
5.3.1 Play-based learning activity 
Teachers often incorporated play-based activities as a way to introduce 
concepts, unpack themes and stimulate students’ thinking. The inclusion of play-
based learning is a characteristic of teaching for creativity. Valuing imagination and 
sustained playfulness is associated with the development of PT (Craft, 2011a; Craft, 
et al., 2013). The following Figure 5.7 is a Year 3 IST ‘Change’ Semester Overview 
and was compiled from Kate’s records of teaching, planning and learning documents 
(weeks 2-5). This Overview provides insight into the role of play-based activities in 
IST. 
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Figure 5.7. Year 3 IST ‘Change’ Semester two Overview. (3,Ch)  
 
This Year 3 ‘Change’ unit overview (Figure 5.7) presents evidence of teachers 
incorporating play-based learning activity to introduce students to foundational and 
conceptual understandings. In addition, teachers have also combined discipline skills 
with play-based activities, e.g. “change can be initially uncomfortable but we can get 
used to it” (point 1) and “identifying elements of change” (point 2) are examined 
through play-based movement activities (points 1.1 and 1.1a) and playing ‘Spot the 
change’ that incorporate dance and drama elements (points 2.1 and 2.1a). Indeed, the 
first three learning sequences within the ‘Change’ unit (correlating points 1-3) have 
been devised around play-based activities. 
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The following excerpt from Kate’s written records of planning, teaching and 
learning (aligned to Figure 5.7.) evidences teachers fostering PT through play-based 
activities:  
We began by … playing games that involved the concept of 
change…We tried changing the way we fold our arms. …We kept 
our arms like this for a while and realised that although change can be 
uncomfortable at first it does start to feel better over time as we get used 
to it. 
…We paired up … and played ‘Spot the Change’…, then worked 
in groups of four to create a freeze frame using our bodies with 
specific parameters. … [Children] were then challenged to change one 
thing about this … to create something new …We talked about how one 
little change can make a big difference. 
As a whole group we [then] practiced [a circle game]. … [We] had 
to think of ways…to make it faster. …We realised that working as a 
team to make changes was very successful. 
In groups we then changed a squiggle into a beautiful picture. … 
[We realised] change can be challenging but worth it in the long run! 
When we had explored many different types of change in groups we 
brainstormed things in our lives that change and places where we 
see change. 
Finally, [we each] wrote one question about change … then moved 
around … asking … these questions. … It was a loud but productive 
activity!  
As both … Science and History Units this term focus on change we 
hope to use this initial provocation to guide further exploration. 
(Kate, ‘Change’ weeks 1-5) (emphasis added) 
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Each play-based activity within this learning sequence works to incrementally 
augment and shape more complex, conceptual understandings. In the process, 
teachers are engaging students in the creative dispositions of curiosity, wonder and 
fun. By shaping the learning in this way, children are encouraged to develop 
imagination and build the creative autonomy to freely exchange and interchange 
ideas. Additionally, they are able to openly collaborate in the pursuit of problem-
finding and problem-solving. We also find evidence of teachers providing students 
opportunities to question-pose and question-respond as they shift from whole-group 
understandings to personalised conceptions. In transforming “a squiggle to a 
beautiful picture” students are presented opportunity to develop a tolerance for 
ambiguity and are being introduced to the potency of possibility. It is the grouping 
and alignment of numerous sustained play-based learning opportunities within this 
learning setting, which purposefully works to foster PT.  
5.3.2 Open-ended challenges 
 
Teachers often shaped learning around open-ended challenges within IST. This 
strategy provisioned the development of processes and skills that foster creativity, 
such as collaboration and problem-solving/problem-defining, risk-taking and student 
reflection. Open-ended challenges presented in several ways within IST planning. 
Short weekly activities often incorporated a degree of latitude in that students could 
express personal interpretations of a provocation either before or after consolidating 
content knowledge (e.g., they could draw visual representations or act-out their 
interpretations). Other more complex, open-ended challenges occurred over several 
weeks or more, and generally concluded the overall teaching and learning of a unit. 
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These challenges frequently evolved out of preceding lessons and were often student 
negotiated and driven.  
The following extract from Kate’s record of planning, teaching and learning is 
aligned to ‘Change’ (dot point 7, Figure 5.7: Working together to reimagine our 
school environment), and highlights specific strategies teachers employed to foster 
creativity in open-ended learning contexts: 
Students began their…research by making mood boards…For some 
students it was hard at first to break away from the idea that they 
didn’t have to know what the end product was going to look like 
straight away and they had to be challenged to open their minds to 
the many possibilities of what it could be. Interestingly some 
children started to incorporate ideas from historic sites we had 
visited.  
Students then participated in an idea generation activity …. [where] 
every child had two opportunities to sketch an idea. Groups were then 
given time to discuss their sketches; talking about good points and 
areas they could improve. In this activity groups began to develop 
some consensus ... There was some great discussion and compromise 
going on during this stage… 
Finally children were given individual time to complete a concept 
drawing, thinking about everything their group had discussed … 
[and] showing what they think their area might look like. This was a 
nice time for students to reflect on the ideas they had come up with 
… and get some of their ideas down on paper. 
 (Kate, ‘Change’ week 7) (emphasis added) 
This excerpt demonstrates teachers incorporating challenges that present 
students with opportunities to create multiple solutions and possibilities. There is 
also evidence of students being encouraged to draw on and transfer prior learning 
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into new contexts. Due to teachers not specifying an ‘end product’, the students have 
been encouraged to engage with plurality, diversity and ambiguity as constructive 
and creative approaches to developing conceptual understandings of ‘change’. As a 
result of the open-ended challenge being coupled with collaboration, students had 
opportunities to refine their ideas and try out new vocabulary in the process of 
expressing themselves. Through promoting the skill of reflection, teachers also 
enabled students to experience the creative benefits that identifying intersecting and 
diverse ideas has to developing deeper, more complex understandings of the central 
concept 
5.3.3 Collaborative thinking and inquiry 
Where possible, IST teachers incorporated opportunities for students to 
collaborate and experience collective approaches to participation. Teachers 
frequently encouraged the students to group and regroup as their interests and needs 
determined. The following focus group dialogue provides insight into teachers’ 
perceptions of fostering creativity through collaboration: 
Adam: … I think it’s good for us … [to] say, “Well actually I don’t 
know about that. But this person might” or, “I don’t know, but hey, go 
get on Google, go get wherever. Let’s find out, and let’s explore it 
together” or, “So and so knows that, in year 3. Go speak to that person 
down in there” So actually, the learning … transcends year groups, it 
transcends … student/teacher … People can start to look beyond … 
traditional boundaries. ... It’s kind of grab influence from all over, 
and start to apply a creative mindset…  
Eddy: Also what is happening is their ability to sit … with each 
other, and plan, and develop ideas amongst themselves. … They’re 
happy to do that independently, and that’s great, and you just keep 
tabs on where … they’re going with it.  
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Ben: In line with that … students are far happier holding back their 
thoughts and listening to what others have to say before a decision 
is made. Whereas … in the past, it was always probably the most vocal 
person that got their way. Now people understand that, “Hang on a 
second, no, let’s listen to Johnny’s suggestion, and let’s see how we 
can work with that” you know, “as a group, and put all our ideas 
down on one page” 
Eddy: Yeah, it’s a conversational buzz. 
(FG1) (emphasis added) 
As this extract shows, teachers within this context openly collaborated with 
peers and students. Also evident is the collaborative sharing and empathy developing 
in the students. They allowed for the interchange of ideas by endorsing lateral and PT 
approaches to problem identifying, refining and solving. The teachers shape how 
students acquire and interact with knowledge by continuously working to broaden 
learning opportunities and networks. Additionally, the teachers disrupted any 
inclination students may have to narrow down their thinking until all possibilities are 
exhausted. Within this context, students built skills in creative collaboration by being 
provoked to share ideas, negotiate understandings and take on board the ideas of 
others. In doing so, students were encouraged to collaborate in empathic ways, 
learning from one another through developing mutual understandings. It seems 
students were doing this autonomously, initiating inclusion of everyone’s ideas). 
Further evidence of empathy and collaboration are discussed in the context of 
interpreting the creative learning environment (refer to Section 5.4). 
5.3.4 Learner agency and risk-taking 
Associated with the inclusion of play-based learning, open-ended challenges 
and collaboration, was teachers’ awareness of students developing learner agency. 
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This characteristic of creativity was closely connected to expressions of increased 
risk-taking. Teachers’ understandings of developing learner agency are evidenced in 
the following focus group dialogue:  
Holly: [It’s] confidence and security, in their classroom, in their 
abilities, in knowing that if it’s not right, or if it doesn’t work, they can 
do it again … There’s no punitive judgement, … everybody’s very 
positive. … You hear them say, “Gee, that’s a really good idea”… 
so they feel … confident to take risks.  
Freya: They’re all starting on the same level, really aren’t they? ...They 
know who the fastest runner is, they know who the best person is at 
Math … but in IST, they actually don’t know that. … There’s no 
preconceived notions about who is better at what.  
Grace: I definitely saw an improvement in their risk taking from 
when we first started, remember, we spoke about that?  
Holly: That’s right.  
Grace: Initially it was just, “Tell us what we have got to do” whereas 
last year they were far more open to being, you know… 
Holly: …A bit creative… 
Grace: …Have different thinking and … to explore and it was ok… 
Freya: …I think that’s the important thing about the failure, when they 
start on a … [level] field … nothing is going to be wrong, no matter 
which way. … It’s a safe environment for them to fail, and … we’re 
not saying, “You’re wrong”… We haven’t got an exemplar … 
we’re just actually giving them permission … [and] an opportunity 
to risk-take.  
 (FG2) (emphasis added) 
The dialogue between these teachers describes a democratic learning 
environment where creative autonomy was acknowledged and jointly supported by 
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participating teachers and students. The ‘permission’ teachers are referring to 
evidences a manifestation of collegial understandings in fostering creativity and the 
contribution this makes to developing diverse thinking approaches. There is also 
suggestion that the lack of an exemplar freed both teachers and students from 
standardised or prescribed learning activity. Within this context, teachers had a raised 
awareness to students’ emerging and prevalent creative learning qualities and 
dispositions. Teachers built understandings of creativity in unison with their students. 
In this setting, the processes of knowing, doing and transferring understandings were 
inseparable from learners’ developing creativity. Just as students were developing 
and demonstrating creativity through their confidence in risk-taking, and enacting 
trial and error approaches to creating, so too were their teachers. 
Within interdisciplinary and transdisciplinary learning environments it is the 
creative processes and skills not distinguished as essential to understanding specific 
discipline facts or content that build learner agency and drive knowledge utility. The 
experience of shifting content from knowing and doing, to understanding and 
transferring, within IST was inclusive of teachers providing opportunities for 
students to negotiate working approaches and to develop novel understandings (to 
students). The notion that the understanding, idea or creation is new and novel to the 
learner is a key characteristic of everyday or little-c creativity (Beghetto & Kaufman, 
2009). This is where learner agency shifts from ‘what is this?’ and ‘what can it do?’, 
to ‘what if?’ and ‘what can I do with this?’ (Craft, 2011a: Craft, Cremin, Burnard et 
al., 2013). 
5.3.5 Summary of shaping learning activity 
When shaping the learning, teachers incorporated play-based activities, open-
ended challenges, opportunities for reflection, and collaborative thinking and inquiry. 
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In addition to these opportunities, teachers sanctioned learner agency and risk-taking 
among their students. Stemming from a combination of these activities, teachers’ 
observed students’ developing creative learning traits of transferring processes, 
skills, and knowledge across contexts, and engaging with plurality, diversity and 
ambiguity. Furthermore, teachers described students’ enthusiasm to articulate ideas 
and negotiate understandings while also taking on board the ideas of others. In the 
course of shaping the learning, IST teachers cultivated students’ creative autonomy 
intrinsic motivation, and PT. 
5.4 Environment – Fostering conditions for learning 
I feel almost…like a lifesaver on the side of a pool. I’m there on the 
outside, watching all the activities that are taking place, and I’m there 
ready to step in as and when required… 
 (Ben, FG1) 
You’re the meddler… the one who…throws a bomb in a room…and 
then supports people to…work with and play with those sorts of ideas. 
(Adam, FG1) 
Inextricably linked to the framing and shaping of learning within IST were the 
environmental conditions for learning. The two opening statements of this section 
exemplify teacher practice and attitudes that influenced the fostering and nurturing of 
creativity within IST. On the one hand is Ben’s recognition for standing back and 
allowing students to explore, experiment, take risks and navigate their own learning 
journey, whilst simultaneously being attentive and responsive to the learning activity 
taking place. On the other hand, Adam recognises the crucial role of provoking, 
engaging, and expanding thinking through being the meddler who allows students to 
extend and challenge what is known. In addition to these perceptions is the role of 
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the teacher as learner. The flexible nature of IST created opportunities for teachers to 
shift between being a coach, mentor, expert, meddler and a participating learner. This 
in turn raised teachers’ awareness to changes in student engagement. Within the IST 
learning environment, teachers observed children being happy and active as well as 
inquisitive and engaged.  
This section begins by examining the emergent, multi-faceted qualities of the 
IST teacher role, and the influence this had on their students’ creative collaboration 
and engagement. As participating teachers began to develop deeper understandings 
of creativity and grow confident in their practice, they recognised mounting 
challenges surrounding timetabling, student engagement and summative outcomes. 
Teachers began to reflect and question the relationship these had to formalised and 
standardised approaches to assessment and teaching practice. As teachers’ 
appreciation of learning creativity grew, and conceptions of the role they played in 
supporting this consolidated, they began to find ways to solve and navigate arising 
concerns or constraints. The following is a review of teachers’ perceptions and the 
practices they developed while fostering conditions for learning creativity within 
IST.  
5.4.1 Teachers as learners and co-collaborators 
Collaboration played an important role in developing teachers’ perceptions of 
transformative practice within the open and flexible context of IST. Teachers’ self-
awareness of their shifting practice in relation to their engagement with others 
emerged in the data. Below is focus group dialogue from Ilsa that is aligned to 
teaching and learning presented in the Year 4 Semester ‘Survival’ overview provided 
earlier in Figure 5.1: 
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We had an aboriginal dancer come in … He talked to the children 
and they … entered into a deep kind of question time. He was 
saying that we don’t have permission to copy…or use their dance 
moves. … We were thinking … the children might be able to go into 
creating their own dance moves. But we can’t actually … use any of the 
moves that he showed us. … So we went into a discussion then about 
the respect, and it opened up a whole new avenue of learning. … 
The teachers … were the students, because we were learning about 
what he was saying and that redirected our thinking … [to] the 
options we could open up to the students moving on from that.  
(Ilsa, FG2) (emphasis added) 
This excerpt demonstrates characteristics of teaching creatively, as there is 
evidence of teachers’ cultural learning as co-participators alongside students. The 
incorporation of experts and outside helpers in the learning expanded teachers’ and 
students’ opportunity to engage in deep thinking and questioning from which their 
individual and collective understandings could be put to work or linked to real-life 
circumstances. These conditions helped build learner autonomy and intrinsic 
motivation. Also apparent is evidence of teachers adopting collaborative approaches 
in their planning and teaching. Furthermore, from being open to students’ input and 
the input of outside agents, teachers adopted responsive approaches to planning.  
The structure of the IST framework brought Core and Specialist teachers 
together. Influences on teaching and learning stemming from collaborative practices 
can be identified in the following dialogue: 
Freya: You have to bounce ideas… You know, we’re not experts in it, 
so we have to get other people’s thoughts. 
Holly: You need to get experts in and ideas in, and personally I’ve 
learnt so much about art in the last 18 months it is phenomenal. … So 
you need to be able to sit down and talk.  
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Freya: I think if you had to do it on your own, you’re presuming that 
you’ve got all the knowledge and we don’t. … I don’t think that you 
would have anywhere near as much success if you went about it 
single handedly. 
Holly: Last year, for example, [the children] had these brilliant ideas 
about how they were going to insert lights into [their designs]. Down 
came [Teacher A and Teacher B], and all of a sudden, it was 
happening. 
Freya: And it was possible, because you didn’t know the answer. 
Holly: So that collaboration … also gives the children an insight 
Freya: Because you’re also role modelling that you don’t know 
everything.  
Josh: Yeah absolutely.  
Freya: That you are a learner as well, and that’s extremely important 
for them to see. 
 (FG2) (emphasis added) 
Although it could be argued that all teachers are learners, especially when they 
engage in reflective practice and professional development, the dialogue between 
Freya, Holly and Josh highlights shifting attitudes in their perceptions of their roles 
as teachers. Teachers reflected on the importance of modelling that they are not 
experts in all areas, and of the enhanced learning that occurs through identifying and 
collaborating with expert ‘others’. Within this environment, there is evidence of 
practitioners transitioning between being a coach, meddler and co-participator, to in 
some instances being the ‘on-hand’ expert. As role models, teachers demonstrated 
the learning qualities of collaboration, trust, negotiation, problem-solving and 
reflective practice as being intrinsic characteristics of the creative learning 
environment.  
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Further data of teachers’ professional development emerged among other focus 
group participants: 
Ben: … We’ve really focused on the learner being the child, but I 
would say that you could also include … the teachers. … It’s been a 
wonderful and a rich experience … having that team teaching 
opportunity. [And] … if I’m teaching something as a design specialist, 
how that can then influence your understanding as a class teacher, 
and how then we as experts can then translate that into other 
subject areas. …When we talk about who’s in charge of the learning, I 
think it’s a case of, yes, we focus on the kids, but what we’re learning 
collectively as a group of professionals is invaluable.  
Debbie: I know my understanding of design thinking is a lot better, and 
then when you’re not there, or it might be a different portion of IST, 
I’ve learnt the skills involved in thinking in different ways, and I 
can then help the children apply that to other areas of IST. You 
know, they might be doing a drama, and you can actually say, “Well, 
how about you use a bit of design thinking to come up with your ideas 
before this?” and [we] can transfer that knowledge across. So you’re 
right, the teachers do learn a lot in the process… 
Ben: …There’s lots of incidental learning taking place … within the 
classroom. 
Adam: It’s … almost like an [equitable] distribution … between 
everybody.  
 (FG1) (emphasis added) 
This dialogue clearly evidences teachers’ perceptions of themselves as learners 
alongside students within the IST environment. Additionally, there is evidence of 
teachers transferring their newly acquired knowledge of creative pedagogies across 
curricular into varying contexts. The expressed notions of ‘incidental learning’ and 
‘ethical distribution’ suggest an environment of intuitive and deep professional 
 Chapter 5: Findings 171 
collaboration based on respect, equity and trust. The flow and amalgamation of 
diverse experience and expertise within this setting is reciprocal and fluid.  
In addition to the awareness of teachers as learners, Specialist teachers 
expressed shifting perceptions of their professional profile within the larger context 
of the research site: 
… See, I think that’s symptomatic of the fact that you don’t have an 
externally imposed success criteria that you’re ultimately working 
towards, and no matter how much you want to hide from it, in your day 
to day, you’re kind of looking at that as an end goal, and in this, the end 
goal is the process, and it is the getting there, and then what I’ve noticed 
is, in some sense, … it’s a very liberating position. Because it allows 
me to be seen for a professional with [a] background as an artist, 
rather than as a teacher who happens to teach [an art-based subject]. So 
it really values your professionalism in your subject area, devoid of 
the fact that you’re a teacher or not. So for me it’s felt more … like 
[being] an artist in residence.  
 (Adam, FG1) 
This excerpt provides evidence of an environment defined by meaningful 
personal and professional engagement. What is perhaps more revealing, is the acute 
insight of the impact formalised assessment has on teachers’ perceptions of their 
professional practice and worth. The majority of on-hand Specialists working within 
IST came from the arts-based disciplines of Music, Dance, Art, and Drama. This 
perceived ‘liberation’ is particularly interesting in light of these teachers coming 
from what are broadly referred to as ‘creative’ subjects. This raises the question 
“what impact is formalised assessment and the expectation of standardised outcomes 
having on creative teaching and learning within arts-based subjects?” Teachers’ 
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perceptions and practice of assessment within IST will be discussed in the following 
chapter. 
5.4.2 Student collaboration  
Aligned to, and interlinked with, teachers’ changing collaborative practices 
was the emergence of students’ budding creative collaboration with associated 
creativity dispositions. Evidence of the influence a community of learners had on 
establishing and enhancing the creative learning environment was shown through 
teachers’ records of planning, teaching and learning. Figure 5.8 is a Year 6 Semester 
Overview in which students explore the concept of Re-use, Recycle and Re-imagine. 
Although IST operated as a co-curricular activity within the trial (meaning it was not 
being assessed or reported on), this unit is relevant to the current Australian 
Curriculum (ACARA, 2012) as it also incorporates arts, technology and science in 
addition to the cross-curricular priority of sustainability. 
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Figure 5.8. Year 6 IST ‘Recycle, Reuse and Reimagine’ Semester Overview. 
(6, RRR) 
 
Figure 5.8 provides insight into an environment where teachers engaged 
students in multisensory provocations and challenged them to solve real-world 
problems. Once again, there is the incorporation of Specialists and outside experts 
contributing to the learning. In addition, teachers have arranged for students to 
collaborate across year levels. The combination of multi-sensory provocations, real-
world problems and cooperative interaction created a community of learners 
representative of a cross spectrum of on-hand experience and expertise.  
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Throughout the learning sequence of this unit, teachers guided students to 
collectively share, critique and provide feedback in a process of cooperative 
problem-solving (refer correlating dot points 2 and 3 of Figure 5.8). During these 
processes, teachers encouraged students to discuss personal understandings and 
experiences along with listening to and empathising with the experiences of others. 
Developing creative collaboration did, on occasion, present challenges to all learners. 
In the process of designing and constructing a night light for their young ‘buddy’ 
(refer dot point 3.2 of overview), Grace’s documents reveal “Some students were not 
happy with the thought of giving away their creation and walked down to Prep 
feeling dejected; however, once they experienced the delight and excitement from 
their buddy they had a different opinion. We had experienced the joy of giving” 
(Grace ‘Recycle, Reuse and Reimagine’ weeks 1-12). In overcoming collaborative 
learning challenges, teachers’ fostered and nurtured constructive, collaborative 
practices where relational interaction, rapport, trust and empathy became an inherent 
part of the creative activity taking place.  
Within this learning environment, teachers also challenged students to transfer 
content across curricula by encouraging them to blend factual and intuitive 
understandings in the process of inventing and creating responses to real-world 
problems. In doing so, students were provisioned to transfer knowledge from science 
(electrical circuits); design and technology (design thinking processes), and 
storytelling and dance (movement and emotional intelligence) to support 
interdisciplinary problem-solving. Stemming from the flexible nature of the learning 
challenges, students were also encouraged by teachers to independently source and 
contribute materials, further fostering greater autonomy and ownership over their 
learning.  
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The culmination of the learning in the ‘Recycle, Re-Use, Re-Imagine’ unit 
came together in a shared and performed product/event where teachers helped 
students organise an exhibition and festival of lights. On this occasion students’ 
creative achievements and understandings were celebrated in the company of peers, 
family and community members. This experience provided students the opportunity 
to gain feedback from an authentic, outside audience, respond to their questions, and 
articulate their reasoning and understandings, thus promoting PT and future creative 
endeavours beyond the traditional classroom.  
The concluding experience of the ‘Recycle, Reuse and Reimagine’ unit 
involved students giving their light-inspired sculpture to a prep school ‘buddy’ 
whose experiences and ideas had initially shaped the challenge. This allowed 
students to connect and interact in deeply personal ways based on their creative 
responses to the needs of others. Within this environment, creative learning and 
collaboration was affirmed as students put to work their knowledge; engaged in real-
world problem-solving; showcased their thinking; and connected to the community 
in meaningful and transformative ways. 
5.4.3 Cultivating engagement 
Through the incorporation of collaborative practices; personalised and 
negotiated learning; and real-world problem-solving, teachers provided students the 
opportunity to become an integral part of an empathetic community of learners. What 
is worth noting is that these pedagogical approaches were instigated and integrated 
into IST by participating teachers and stem from their collaboration and increasing 
ownership over the learning taking place. In fostering these environmental conditions 
for creativity, teachers reported changes in students’ motivation and engagement in 
 176 Chapter 5: Findings
learning. When asked to describe engagement within IST, teachers responded in the 
following way: 
Ilsa: IST is their favourite lesson of the week. … In Maths, if they’re 
not engaged, you can tell because they’re not contributing, they’re 
not participating, they’re not sharing ideas. But in IST they’re 
doing all of those things, they’re participating, they’re excited… 
Freya: …They’re excited… 
Ilsa: …They’re motivated… 
Grace: …To conversation… 
Ilsa: …They want to be there … it’s just an observable thing that you 
can see. 
Holly: In the level of conversation… 
Josh: …Absolutely, because I think as a Specialist walking into rooms 
as we do, … you can see every child doing something, or having a 
conversation, or acting something out. … There’s no one in the 
room that isn’t doing anything, and I think that in itself is the nature 
of the engagement, like, it’s… 
Holly: … And just listening to their conversations.  
Josh: That’s right, and that’s when you really get to know they’re 
engaged, because then you have conversations with them, and they start 
telling you about what they’re doing and what they’re thinking… 
Holly: …And how they’re going… 
Josh: … They’re thinking is a real key. …You don’t normally get, 
“I’m thinking about this, I’m doing this, and what about this?”  
 (FG2) (emphasis added) 
What is perhaps most interesting about this dialogue is evidence of teachers’ 
understandings of a shift in student engagement between “mainstream” classes and 
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IST. This directly connects to teachers’ reflective practices, and their interest in 
making other classes more like IST (see Section 5.4.1). This dialogue also evidences 
students’ metacognition and engagement in rich conversations to articulate their 
thinking processes. 
When asked to describe the IST learning environment within a typical IST 
classroom, teachers were quick to express a multitude of attributes that expressed 
their perceptions of engagement and the conditions for learning, as noted in the 
following dialogue:  
Holly: Busy  
Ilsa: Collaborative  
Grace: Noisy  
Ilsa: …Freedom  
Freya: …There’s a lot of movement  
Ilsa: Movement away from the traditional classroom setting … 
Freya: …People outside 
Ilsa: …You’ve got some children working on the floor…  
Freya: Yeah some at desks…  
Ilsa: …Some people are standing up…  
Freya: …Some are outside in the garden… 
Ilsa: There’s a freedom in the classroom where they almost have 
permission to… 
Freya: …To be, find their own…  
Ilsa: …Work how they want to work  
Freya: Being comfortable in there 
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Grace: Happy … 
Josh: Going to other parts of the school  
(FG2)  
These articulated perceptions of the changed learning environment define 
many attributes that underpin and foster creative dispositions in students.  
When interpreted holistically these shared perceptions provide evidence of a 
learner-centered atmosphere open to the cultivation of intrinsic motivation, 
collaborative practice, self-expression and independent activity. Additionally, there is 
evidence of trust building and negotiated learning among students, teachers and 
community. This is achieved through the kinds of themes explored and the 
cooperative nature of the activities undertaken. Within these conditions for learning, 
teachers witness children being engaged, interactive and autonomous.  
Thus far, I have outlined characteristics of the learning environment 
encompassing the multiple and transitional roles teachers move between when 
engaging with students. Also examined was the influence collaborative practice 
among co-participants, and the establishment of meaningful engagement and 
community links, has on fostering the creative environment for learning. In addition, 
there has been the identification of the importance for flexible and real-world 
challenges and the responsive and diverse approaches to resources that work to 
support this. The interconnectedness of the collaborative pedagogical and learning 
approach contributed to fostering engagement (both teachers and students); academic 
and intellectual rigour; and emotional well-being in the pursuit of creative 
endeavour.  
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5.4.4 Perceptions of time 
Perhaps one of the most contentious topics I will present findings on is the 
feature of time. Teachers compared perceptions of how time was being spent in IST 
with time for mainstream classroom learning. How participants chose to enact or 
make use of time within the trial had the capacity to either mobilise or suppress 
creativity. The following dialogue provides an initial insight into teachers’ 
perceptions of time use in relation to creative activity: 
Caitlin: … You need to have the time to be able to deliver that 
provocation and then have them go somewhere with it.  
Debbie: And as a class teacher, I quite often find that IST dribbles 
into third period… 
Caitlin: …Other time, yeah. 
Debbie: Because I don’t want to cut them short … , so I will quite 
often say, “It’s morning tea. Go…” 
Caitlin: …And finish it off later… 
Debbie: … “and we’ll finish off when we come back in for period 3” 
… they’re literally just going for a quick brain break, and coming back 
in, and they have that sense of fulfilment that, “I didn’t get cut off, 
that’s the end of the lesson, you have to move on” and that … sense 
of, “It’s ok now, we didn’t get rushed to do this”.  
Ben: But it keeps the levels of enthusiasm and passion high. I think, 
there’s nothing worse for a young student who has all these 
wonderful ideas, this level of creativity, to be… 
Caitlin: …To keep being cut short… 
Ben: …you know, cut off in their tracks. Because I think that can then 
lead into future thought processes ... The very fact that we allow … 
[it] to run its natural course, says to them, “Ok, I’ve done 
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something really positive today, and really productive, and I cannot 
wait for the next time I come back to it”. 
Debbie: And kids are so, like you said, eager ... They don’t want to be 
cut short, … you’ve got to let them finish it off. I think it’s 
important to have that conversation with them too, and recognise 
and value the fact that, “We know you have some unfinished ideas 
here”. … The fact that it’s flexible and there’s no necessary 
assessment and outcomes … attached to it, and there’s no deadline, 
there’s no, “I have to write a report on this” allows you that time. 
Adam: And I think the time element’s really integral to the planning... 
(FG1) (emphasis added) 
This dialogue highlights several elements at work that influence teachers’ 
perceptions and enactment of time management within the trial. There is evidence of 
teachers’ recognition of the beneficial relationships between providing sufficient and 
extended time for students to fully explore provocations, and how this relates to 
students’ deep enthusiasm, immersion and engagement in creative activity. Teachers 
emphasise the importance of allowing the creative process to “run its natural course” 
without disruption, and express the value in students achieving a sense of fulfilment 
in their creative endeavours. To some extent, teachers’ perceptions of the value of 
creativity and their enactment of time management was attributed to the lack of 
deadlines, imposed assessment and outcomes. 
The relationship between time and the fostering of creativity was a topic 
teachers came back to on several occasions, as demonstrated in the following 
discussion:  
Ben: … I’ve had discussions in my learning area, really me taking 
back … experiences of IST and seeing how amazing the whole learning 
process is and the levels of enthusiasm, … we’ve had many 
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discussions saying, “Wouldn’t it be wonderful if we could take this 
concept into, you know … middle school or senior school”… 
Adam: …Yeah, it needs to, absolutely… 
Ben: …and break away from this industrial, traditional 
timetabling, and say, “Wouldn’t it be amazing for students to come 
to school and have that opportunity to learn over a long extension 
period of time?”  
Adam: Well it is the full immersion isn’t it?  
Ben: Yeah.  
Adam: It’s kind of, don’t turn up for 40 minutes or 50 minutes and 
do a bit of this, and then go off and do a bit of that… 
Ben: …I know for myself, … if I was at home over the weekend and … 
needed to do something. If I thought I could only do it for 40 
minutes, I would not engage in the process of it… 
Caitlin: …Yeah it’s very hard to fully engage… 
Adam: …Absolutely, so why bother… 
Ben: …Whereas if I knew I was doing something for a whole weekend 
… I’d be far more engaged, … that’s something I’ve taken away 
from IST. … If we had … that very fluid type of learning, but over 
a longer period of time, that would … dramatically improve the 
creativity of all the students within the school.  
 (FG1) (emphasis added) 
What is revealing about this dialogue is teachers’ advocacy for change 
stemming from their growing understanding of how timetabling constraints can 
impact on students’ engagement. Additionally, there is a link being drawn between 
IST’s “fluid type of learning” and students’ increasing creativity. This link stems 
from teachers comparing usual lesson times to IST’s extended immersion and the 
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impact this has on engagement and creative thinking. In this discussion there is 
evidence of teachers imagining themselves as learners who are being restricted by 
“industrial, traditional timetabling”. Furthermore, teachers are drawing outsiders’ 
attention to the importance of teaching and learning creativity stemming from their 
experiences of working within IST. For example, Ben discussed IST with other 
teachers in his learning area.  
Throughout the discussions on time there is evidence of teachers witnessing the 
value of creative thinking to students overall engagement and learning. Furthermore, 
teachers were finding ways to navigate an otherwise rigid and inflexible timetable to 
make allowance for creativity to occur. This highlights emerging evidence of a 
conflict between assessment, outcomes, deadlines and reporting, and the time given 
over to fostering creativity. 
5.4.5 Outcomes versus assessment  
The other contentious issue regarding IST emerged from participants’ 
perceptions of assessment. Although teachers were not required to submit formal 
planning, assess or report on students during the trial, teachers knew the next 
iteration of IST would have assessable products in Arts, Technology and Core 
subjects such as Science, History/Geography, Maths and English. During the trial, 
teachers worked with ways to embed multiple Australian Curriculum content 
descriptors (ACARA, 2012) into their teaching and learning programmes. From this 
experience, the teachers began to formulate and problem-solve ways to track, map, 
document and potentially record students’ learning across the Primary Years. Despite 
teachers being freed from expectations of reporting during the trial, impending 
assessment and the lack of formalised evaluations presented challenges to teachers, 
parents and students.  
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…I think generally the teachers know the value of what they’re doing, 
but they feel bound by other external things that keep pulling them back 
all the time into, “Well, what if this happens?” or “What if the parent 
shows up?” you know, or, “Soon I’m going to have to assess these 
things” and you know, I think the Possibility Thinking is there for 
everyone. But I think, for staff, the kids are moving faster than what we 
are.  
(Freya FG2) 
Freya’s above comment brings to light several competing matters of concern 
that emerged during the trial. This dialogue reveals constraints surrounding teachers’ 
perceptions of their performance when trialling new teaching and learning 
approaches, and their uncertainty of how this would be validated in the eyes of 
parents and students. Stemming from these constraints was also a recognition that the 
children were adapting to changes brought about from IST before teachers had a full 
grasp of what was actually occurring in regard to their students’ learning.  
When teachers were questioned about the impact of the temporary exclusion of 
formalised assessment, they revealed several competing perceptions and challenges 
as evidenced in the following focus group dialogue: 
Holly: That was one of the things that the grade 6s kept asking last 
year, … “Is this going on our report cards?” you know, “Is this an 
A?” So definitely … the children … had to get past … that, and 
then you got to the stage, “Well, this isn’t going on our report card, 
so why should we be doing it? You know, I don’t have to do this, 
because it’s not going on our report card.” So then they had to get past 
that, to the fact that it was an actual enjoyment. …But then at the 
same time… Yeah, and at the same time, I had parents who would 
schedule their children’s music lessons for… 
Freya: …That was a battle. 
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Holly: At that time, because they didn’t… 
Ilsa: …Did somebody take their child out during that time, or not?  
Freya: Yeah, regularly.  
Holly: ... So I guess that then goes back to everybody’s statement 
about the parents, and the expectations. So the fact that there was 
no assessment, no written assessment… 
Freya: … Yeah, some parents didn’t see the value of the subject, 
because there’s no… 
Holly: …Yeah, and thus the older children didn’t see the value of it 
either. 
Freya: No, well that would have been the discussion that they would 
have been privy to… 
Holly: … We made booklets; … the children documented 
everything … [and] we added photos and all that sort of thing. But 
they got something at the end, so… 
Ilsa: … Other schools can measure their NAPLAN results, … but 
we … can never measure creativity. So you can’t go, you know, 
“We are focusing on creativity because it’s a 21st century [skill], 
and here’s our…” there is no proof until later on, and I think that’s 
where the difficulty is. You can’t show… 
Holly: …There’s no immediate, there’s not a test that they can sit … 
Ilsa: …You can’t show to the parent, you know…“They’ve gone 
from this to this in their creativity” You can’t measure it, but you 
can eventually. Because they will be the children that can be more 
successful in their careers later on, because they’ve had that creativity, 
that thinking creatively. It’s really difficult… 
Grace: …You can measure the depth of their reflections, but once 
again, it’s your qualitative versus your quantitative.  
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(FG2) (emphasis added) 
In the process of transformation, schools face very real challenges in how shifts 
in educational practices are perceived and received by students and their parents. 
Perhaps no one is more exposed to this than teachers who stand at the interface of 
change, and who communicate with parents on a regular basis. The integration of 
interdisciplinary and transdisciplinary approaches when fostering creativity in IST 
required a shift away from formalised stances and standardised expectations of 
teaching and learning. This dialogue evidences teachers navigating the dichotomy of 
understandings and expectations surrounding the worth of an education in meeting 
the future needs of their students. Although teachers felt under pressure to shape their 
practice and planning in support of meeting standardised and measurable indicators 
such as NAPLAN, they also recognised the benefits of learning 21st century skills. 
Teachers’ uncertainty and performance-related expectations were fuelled by students 
requesting outcomes based feedback for IST work, and parents removing their child 
from IST to undertake other forms of learning. Additionally, there is evidence of 
teachers describing parental concern over the initial lack of written proof of their 
children’s learning during IST. Within this environment of transformation, however, 
there is evidence of teachers evolving recognition for the intangible value of 
creativity to student success beyond school.  
As teachers developed understandings of teaching creatively and teaching for 
creativity, they began to reflect on formalised instruction. This was especially so 
because new practices began to challenge traditional practices and understandings, as 
expressed by Ilsa: 
…It’s actually made me question … how I’m teaching the other 
subjects. So if they’re loving IST so much, how can I transfer that into 
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my Math lessons [and] my other subject areas? I’m sure that the 
children are transferring their skills. … Where I had a conflict is … 
assessment. … You can’t measure …their understanding of that deep 
concept in … a broad knowledge and understanding test. … I think 
some of our assessment hasn’t matched our enquiry. … I’ve had this 
conflict … and it’s made me, you know, think … and reflect. 
(Ilsa, FG2) 
As teachers and students increasingly developed creative dispositions, they 
began to question differences in experience between formalised learning and the 
interdisciplinary and transdisciplinary approaches they were experiencing within 
IST. From seeing the value IST was having on students’ overall development and 
engagement, reflective teachers were presented with a challenge to transfer creative 
pedagogies from IST into their other core classes. This turning point presented 
teachers with a conflict in their perceptions and understandings of the purpose and 
value of assessment and traditional approaches to timetabling. What is evidenced in 
this dialogue is a recognition for the acknowledgement of students’ deep conceptual 
and creative understandings. This necessitates new advances to conceiving and 
enacting assessment as well as more lateral and flexible approaches to timetabling.  
Realising the challenges ahead based on their initial experiences with parents 
and students, teachers within IST worked hard to bring parents on board, which in 
turn provoked deeper reflections about their own understandings of creativity. This is 
evidenced in the following focus group discussion: 
Grace: … IST was difficult for parents, because they wanted 
guidance about what to do, what to expect, and what was the 
outcome, and it definitely spins over onto the student, when the parents 
ask multiple questions, that they themselves are probably still exploring 
and can’t quite tell you what it is just at the moment. 
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Freya: Remember the Year 5 day, … the parents come in and she 
challenged them to do something, and they found that … 
Grace: … So difficult… 
Freya: … In at the end, the parents found it extremely difficult to 
have that freedom of thought, and you know, they were all watching 
each other and seeing what others were coming up with, and you know, 
there were … people … who flew with it. But there was others who 
wanted to toe the line [with] … what everyone was doing.  
Grace: So I think, as our IST burgeons through the school … we’ll 
have that type of thinking … growing, and parents knowing more 
of what we’re on about. Just like ours changed, theirs may also 
change.  
 (FG2) (emphasis added) 
This dialogue evidences teachers engaging parents with creative learning in 
order for parents to better understand their own child’s creative development. In the 
process, teachers were enhancing the conditions for learning within the IST 
environment. In the midst of this, teachers noted the characteristic of risk-aversion 
among some parents who participated in IST activities, and recognised the long-term 
challenges of shifting people’s attitudes in regard to valuing creative learning within 
interdisciplinary and transdisciplinary contexts. Teachers endeavoured to bring all 
parties on board as they strived to bridge the gap in understanding between 
standardised outcomes, mandated testing and reporting, and the importance of 
creativity to student success in and beyond school.  
5.4.6 Summary of environment - fostering conditions for learning 
The environmental conditions for fostering creativity within IST revealed both 
mobilising and constraining characteristics. Each of the topics of engagement, time 
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and outcomes examined within this section, comprised the potential to either 
promote or restrict creative teaching and learning. Through the data, we find 
evidence of the importance for cultivating engagement in the process of nurturing 
creativity, and discover how crucial this is to students developing skills in 
collaboration, communication and PT. Cultivating engagement was also inclusive of 
bringing parents and community on board as a way of affirming and extending 
opportunities for students’ creative development. Making allowance for more 
flexible and fluid approaches to time management within an otherwise rigid school 
schedule required teachers to also be possibility thinkers. Teachers within IST found 
opportunities to incorporate and combine content from across the curriculum, thus 
freeing up time that would otherwise be allocated to discrete content learning. As a 
consequence, the teachers witnessed a growth in students’ ability to transfer 
knowledge and understandings, and to tackle problem-solving in diverse and flexible 
ways.  
In addition to the creative dispositions children were developing, were 
conceptualisations teachers expressed about their involvement in the learning 
environment as they transitioned between being a coach, mentor, expert, meddler and 
a participating learner. Teachers’ perceptions of assessment and outcomes was 
challenged as they navigated fears around professional performance and addressed 
parental and student concerns regarding academic capability. Teachers strived to 
reconfigure what assessment could ‘look like’ by documenting, recording and show-
casing students’ deep conceptual and creative thinking because they could see the 
value in their students emerging creativity. Establishing the environmental conditions 
for fostering creativity was not detached from how teachers framed and 
contextualised knowledge or shaped the learning activities, rather it was inherent to 
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every phase of the teaching and learning. Furthermore, it played a significant role in 
augmenting the positive attributes of creativity to student learning and well-being for 
parents and teachers. 
5.5 Chapter Summary 
This chapter has presented findings of teachers’ perceptions, knowledge and 
practice of creativity as they trialled a school-based Immersion Studies Time learning 
framework. The findings reveal evidence of teaching creatively and teaching for 
creativity evolving out of teachers’ professional development from participating in 
the IST trial. Findings of teaching for creativity and teaching creatively encompassed 
three key categories: context, activity and environment. These key categories were 
common across focus group discussions and records of teaching, planning and 
learning. The identified themes emerging from the findings characterise each key 
category, and revealed teachers’ knowledge and enactment of creativity pedagogies. 
The pedagogy that characterised each of the three key categories was presented in 
findings grouped under general topic headings within sections: 5.2: Framing and 
contextualising knowledge within the interdisciplinary and transdisciplinary learning 
context of IST Context; 5.3 Activity: Shaping the Learning; and 5.4 Environment: – 
Fostering conditions for learning.  
The presented findings reveal how each key category comprised a range of 
interrelating and common themes. For example, provocations incorporating 
conceptual and contextual knowledge transfer were employed by teachers when 
designing learning activities involving open-ended challenges within an environment 
where flexible approaches to time management and resourcing were enacted. 
Furthermore, evolving from the ways in which teachers framed and contextualised 
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knowledge; shaped learning activity; and promoted environmental conditions for 
learning was evidence identifying several interlinking sub-categories. These sub-
categories describe teachers’ perceptions and knowledge of students’ creativity and 
consist of numerous intertwining themes. These intertwining themes arose out of 
teachers’ expressed knowledge of learner qualities, activity, traits and dispositions 
linked to the fostering of creativity during IST. These included such things as 
students transferring knowledge, processes and skills between contexts; and teachers 
describing evolving learner dispositions of question-posing and question responding, 
risk-taking, and a tolerance for ambiguity.  
Many of the findings highlight pedagogy and conditions that worked 
simultaneously to develop both teachers’ and students’ creativity. There were also 
challenges to fostering and nurturing creativity that were evidenced in findings 
associated with teachers’ perceptions of time and assessment, and these will be 
discussed further within the next chapter in regard to implications. The confluence of 
the findings surrounding teaching creatively and teaching for creativity, inclusive of 
key categories, intertwining themes and sub-categories, has been presented through 
this chapter. These findings were diagrammatised in Figure 5.2 and 5.3 at the 
beginning of this chapter.  
Overall, the findings throughout this chapter present an extensive insight into 
the positive influence working within the IST learning framework had on teachers’ 
professional development of creativity pedagogies; their development of deep 
understandings and value attributed to creative learning; and their responsiveness to 
transform their knowledge into teaching and planning. What is also evident 
throughout the findings is the powerful influence a community of learning had on all 
those working within the trial. Core classroom teachers, Specialist teachers, outside 
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experts, and students collaborated in and across year levels to create a rich and 
engaging creative learning environment. 
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 Discussion and Conclusion 
6.1 Introduction 
This study investigated the processes and activities teachers adopted to foster 
creativity while working within a school-based learning framework. The study took 
place within the Primary Years of a South East Queensland K-12 school and 
explored how, and to what extent, participation in a cross-curricular (Immersion 
Study Time) learning framework influenced teacher perceptions, knowledge and 
practice of creativity pedagogy. The focus of the study concentrated on the 
relationship between teacher engagement in peer collaboration and the 
contextualisation of these understandings in classroom planning and practice. In 
order to define the scope of this study the main research question was: How does an 
existing school-based immersion studies learning framework influence individual 
teachers’ perceptions, knowledge and practice of embedding creativity in schools?  
This question guided research into the elements at work surrounding teacher 
collaboration, knowledge sharing and knowledge building of creativity. The research 
encompassed the examination of the social processes and organisational structures 
influencing teachers’ professional development of creativity and the transferability of 
their understandings into practice. In order to answer the main question, the 
following sub-questions were addressed:  
1. How does an IST planning and learning framework influence teachers’ 
understandings of creativity pedagogies?  
2. In what ways do teachers’ perceptions of, and values about, creativity 
translate into their classroom activity? 
 Chapter 6: Discussion and Conclusion 193 
This study links to the conceptual field of creativity theory and, in particular, 
research associated with teaching creatively and teaching for creativity. The context 
of teaching creatively and for creativity encompassed explorations of fostering 
everyday little-c creativity as defined through Beghetto and Kaufman’s (2009) 
continuum of creativity. Understandings of the manifestation and fostering of 
everyday little-c creativity within the Primary Years of schooling has been 
substantiated through the work of Craft (2001, 2003) and Burnard et al. (2006), 
whose research identified PT characteristics and pedagogy inherent within school 
subject domains and classroom contexts across the learning ages of three to eleven. 
On this basis, everyday little-c creativity aligned to PT has relevance to the Primary 
Years 3-6 setting of this study. In addition, everyday little-c creativity is also 
associated with expressions of ubiquitous creativity articulated through the general 
capabilities of the Australian Curriculum (ACARA, 2013) with which teachers 
within this setting were working, although this study goes significantly further in its 
fostering of collaborative creativity.  
To explore the phenomenon of creativity in the school site, the research was 
undertaken using a qualitative, instrumental case study (Simons, 2009). In order to 
understand teachers’ perceptions and practice in this context the methods of 
document analysis and focus group interviews were used to collect data. The focus 
group interviews revealed teachers’ shifting perceptions and understandings of 
creativity pedagogy as influenced by collaboration, and working cooperatively 
within a community of learners. Document analysis of their records of planning, 
teaching and learning activity provided further insight into how teachers translated 
and embedded understandings of creativity into their classroom practice. 
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6.2 Key Research Findings 
Participating in the IST planning and learning framework significantly 
influenced teachers’ knowledge and perceptions of how creativity could be fostered 
within the classroom environment. This section outlines key findings from the 
research that encompass the influences that led to teachers’ knowledge building of 
creativity in education and situates these findings within existing literature. It begins 
by describing the complex relationship that existed between teaching creatively and 
teaching for creativity within the planning, teaching and learning of the trial. 
Following this, I outline the influences on teachers’ professional development of 
creativity, and findings in relation to the role of the expert and the Specialist teacher 
in a community of learners. The section ends with a summary of findings 
encompassing the relationship between creativity pedagogy and interdisciplinary 
thinking and working, which evolved within trial planning, teaching and learning. 
6.2.1 Teaching creatively and teaching for creativity 
In addressing research sub-question one of how the IST planning and learning 
framework influenced teachers’ understandings of creativity, the research findings 
revealed teachers’ understandings encompassed pedagogy and practices aligned to 
teaching creatively and teaching for creativity within the field of everyday little-c 
creativity and PT. There was a strong relationship and interconnectedness between 
the conceptualisations of teaching creatively and teaching for creativity, affirming 
earlier findings by Cremin, Burnard and Craft (2006) and Lin (2010) who also 
identified a cohesive and interrelated existence between the two. The depth of 
interconnectedness between teaching creatively and teaching for creativity revealed 
through this study corroborates the crucial role both play in the process of developing 
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teachers’ professional understandings. This is because the simultaneous process of 
building professional understandings across both teaching creatively and teaching for 
creativity aligned teachers’ growing values (of creativity) with a foundational 
repertoire of interlinking pedagogical practices. The importance of developing 
teachers’ perceptions and pedagogy concomitantly has significance to teachers 
building sustainable and long-lasting practices for fostering creativity.  
Teaching creatively encompasses novel and valuable approaches to developing 
resources and materials that engage and motivate students in learning. Teaching for 
creativity encompasses teaching positive attitudes toward creativity, and the 
approaches and pedagogies used to affirm and nurture children’s creative identity 
(Jeffrey & Craft, 2004; Grohman & Szmidt, 2013). The interconnectedness between 
teaching creatively and teaching for creativity was identified through teachers’ 
knowledge and enactment of pedagogy associated with and across the key categories 
of contextualising and framing knowledge, shaping learning activities and attending 
to environmental conditions for learning. The development and enactment of 
creativity pedagogy occurred simultaneously and in parallel across these three key 
categories. The interrelated nature and interactive links identified in this research 
between teaching creatively and teaching for creativity was complex, as the 
enactment of pedagogies and strategies associated with each key category often 
overlapped and intertwined.  
When acknowledging and enacting pedagogies and qualities associated with 
teaching creatively and teaching for creativity, teachers also articulated knowledge of 
students’ creative qualities, dispositions and the mindsets they observed as a 
response to their teaching activity and engagement in the classroom. These included 
such things as witnessing children initiate question-posing and responding; 
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collaborating and negotiating among each other; and reflecting independently. 
Teachers also observed increasing learner agency, resilience, and persistence during 
periods of independently problem-solving, tolerating ambiguity and taking risks. 
These findings are similar to those noted by Craft, McConnon and Matthews (2012) 
who identified PT pedagogy and learner characteristics related to individual, 
collaborative and communal play within learning environments shaped by leading 
questions and imagining with adults.  
Participation in the trial alerted teachers to students developing creative 
learning traits. This awareness changed how teachers planned and interacted in the 
learning environment, and positively influenced their perceptions of the creative 
teaching and learning taking place. Contrary to the promotion of critical and creative 
thinking articulated within the Australian Curriculum (ACARA, 2012), this study 
revealed that the fostering of creativity necessitates teachers develop deep and 
sustainable pedagogical understandings of teaching creatively, teaching for 
creativity, PT and interdisciplinary ways of working. These understandings 
encompass teachers’ attention to the interlinking relationship between student 
knowledge; shaping activities to support students to move beyond content recitation 
to knowledge construction; and environmental conditions conducive to creative 
thinking and activity. Critical to teachers developing these interlinking 
understandings is their recognition of, and responsiveness to, students’ emergent 
creative dispositions and mindsets. How will we otherwise know what constitutes 
creative capability in our classrooms, and what it is we can do as educators to nurture 
it, if we remain unaware of its very presence? As demonstrated through teachers’ 
knowledge building and experiences of working within the IST learning framework, 
understandings of how to truly foster creativity reach far beyond teachers addressing 
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the specified organising elements of inquiring, generating ideas, reflecting and 
analysing as outlined within Australian Curriculum (ACARA, 2012).  
The Australian Curriculum (ACARA, 2012) critical and creative thinking 
capability is implemented through a taxonomy focused on how teachers may engage 
students in creative thinking at successive learning levels from Foundation to Year 
10. In this approach, teachers’ attention is drawn to prescribed (and narrow) creative 
thinking processes and products surrounding the acquisition of knowledge, for 
example, question posing, imagining possibilities and metacognition (ACARA, 
2012). In addition to Australian Curriculum (ACARA, 2012) articulation of critical 
and creative thinking capability, this study revealed how, through teaching creatively 
and teaching for creativity, teachers were able to engage students in numerous other 
diverse ways of thinking creatively. Although Australian Curriculum (ACARA, 
2012) does not suggest students cannot go beyond the specified levels of creative 
capability aligned to their Year level, the breakdown of skills and limited scope of 
the creative capabilities continuum may serve to restrict teachers who are being 
guided by these levels. This study also found that the continuum currently breaks 
down skills in a way that is not consistent with how creativity or learning creativity 
occurs in the classroom.  
6.2.2 Influences on teachers’ professional development within the trial 
Teachers’ professional development of creativity in IST was supported by 
authentic collegiality involving shared ownership of planning, teaching and 
resourcing. It was also spurred on by teachers’ reflective practice, and affirmed by 
the growing and evolving creative traits and dispositions emerging from the students 
in response to these teaching practices. These reflexive and robust collaborative 
learning practices characterise authentic and deep professional development 
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processes as identified in various studies about teacher professional development by 
Darling-Hammond (2008), Fullan and Langworthy (2013), Hattie (2012), and 
Timperley and Alton-Lee (2008).  
Teachers within the trial went beyond the rhetoric of innovation to learn by 
giving time and space to experimentation, and to make mistakes without 
repercussions. Moreover, teachers were given time and space to be excited about 
teaching in interdisciplinary and collaborative ways. This was partly due to the co-
curricular IST framework. Having time without restraints allowed teachers to take on 
board the fostering of teaching creatively and teaching for creativity and to transfer 
their knowledge to other curriculum areas. Freed from restrictions of formalised 
assessment, reporting and standardised testing, PT substantively influenced teachers’ 
practice, making the teaching of creativity sustainable beyond the life of the project. 
Furthermore, having the time to trial new approaches without restraints allowed 
teachers to get excited about the possibilities creativity had for interdisciplinary 
teaching and learning. 
Teachers’ understandings of fostering and nurturing creativity were built 
through close collaboration among a community of learners. This community was 
inclusive of peers who worked alongside each other during joint teaching and 
planning sessions. It was also inclusive of outside experts who provided targeted 
professional development in practices and pedagogies to support classroom activities 
and teacher practice. Additionally, the community of learners also included the 
students whose engagement and activity provided teachers with ongoing 
opportunities to grow and to reflect on their practice.  
In addressing sub-question two, unlike the findings of Cheung (2012) – who 
identified differences between teachers’ perceptions and practice of fostering 
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creativity – the perceptions teachers who participated in the study held about their 
creative practices were enacted through their planning, and substantiated through the 
ways in which they articulated and described classroom activity. As with the findings 
of Burnard and White (2008), teachers’ perceptions of their creative practices were 
challenged by notions of performance bought about through the accountability 
measures of standardised testing and formalised approaches to teacher practice and 
assessment. Teachers were acutely aware of how other teachers and parents may 
judge their practice and the performance of their students. Among their peers, 
teachers spoke enthusiastically about the processes and pedagogies they were 
developing, refining and sustaining, and about the exciting learning that was taking 
place. However, confidence in these processes of ‘doing’ was fragile, and often 
overshadowed by misgivings of the ‘done’, equating to concerns over expected 
outcomes (Burnard & White, 2008). 
Teachers’ conceptions of their practice in relation to their area of expertise, 
whether as a Specialist in Arts and Technology or as a Primary Years Core teacher, 
undertook a transformation within the trial environment. The collaboration between 
Specialist and Core teachers allowed for the ongoing sharing, building and melding 
of discipline and professional knowledge over a sustained period of time. This 
process was one of ebb and flow as teachers stepped either forward or back 
depending on how the learning within each lesson was shaped. 
In the process of transforming and adapting their practice, teachers’ knowledge 
and enactment of their role within the IST context presented across a spectrum, 
moving between being an expert to co-participant as situations arose and teaching 
and learning unfolded in the moment. The experience of transitioning between being 
an expert and a co-participant typified the nature of professional learning teachers 
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encountered during their IST classroom practice. Harris and Jones (2010) and 
Timperley and Alton-Lee (2008) confirmed the influence professional learning 
within the contexts of daily practice has on encouraging a willingness to shift 
familiar practices toward adopting new pedagogical approaches. In adopting 
different roles, IST teachers were able to model strategies and pedagogies, and adapt 
and trial novel approaches with the input and support of peers. 
During focus group discussion, teachers described themselves as meddlers and 
provocateurs in contexts of when they had challenged or provoked students’ 
thinking, and in situations where they had prompted students to persist through 
periods of uncertainty, ambiguity and trial and error. In doing so, teachers mirrored 
McWilliam’s (2008) conceptions of transformative creative pedagogies. This was 
further evidenced through the ways in which IST teachers enacted responsive, 
reflexive approaches to addressing students’ needs, which overrode practices of 
excessive instructional influence and risk minimisation (McWilliam, 2008).  
As teachers’ understandings and knowledge of fostering creativity grew, so too 
did their awareness of the potential creativity has to build valuable learner qualities 
and dispositions. This was exhibited through the ways teachers valued learning 
creatively and in how they sought to transfer creative pedagogies from IST into their 
teaching in other curriculum areas. Teachers adapted their core subject classroom 
activities in response to observing students transferring their creative thinking into 
contexts beyond IST lessons. Some participants began to compare the increasing 
creative autonomy they were witnessing in Primary Years students to students in the 
Secondary years, and sought ways to promote creative thinking in other areas of the 
school beyond the reach of the trial. 
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Through the process of collaboration, teachers developed an understanding and 
appreciation of fostering creativity. They began to envision how and where creativity 
could manifest in other learning settings. Teachers began to attribute importance and 
meaning to embedding creativity across curriculum subjects. The trial experience 
was successful in developing teacher confidence to share and transfer their 
professional knowledge of teaching creatively and teaching for creativity into 
planning, teaching and learning beyond the IST environment.  
 
6.2.3 The role of Core and Specialist teachers in a community of learners 
As a collective, teachers found ways to jointly engage and contribute their 
expertise within an environment of increasing teacher and student agency and 
autonomy. The presence of multiple disciplines promoted cross-curricular 
connections that provoked all teachers to build links between content delivery and 
broader conceptual understanding. In this process, teachers sought ways to encourage 
learner knowledge transfer across contexts for autonomous creative purposes. Both 
the Core and Specialist teachers created opportunities to introduce and provoke 
students with conceptual and contextual knowledge; however, the role Core and 
Specialist teachers played within the community of learners varied from one another.  
The coexistence of multiple disciplines within the IST classroom provisioned 
Core classroom teachers to establish connections between subjects and make links to 
cross-curricular content, thus strengthening knowledge transfer opportunities for 
students. Additionally, the Core classroom teachers were well positioned to 
understand the age-appropriate processes and skills students would require to achieve 
greater autonomy, and worked jointly with Specialists to embed relevant processes 
and skills into planning and classroom activities. In support of Specialist input to 
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teaching and planning, Core classroom teachers also voiced that their interaction and 
collaboration with Specialist teachers had contributed to expanding and refining their 
understandings of creativity within the learning environment. Indeed, Core classroom 
teachers expressed how they felt supported and buoyed by the creative teaching 
attributes and knowledge that Specialist teachers contributed.  
In comparison to Core teachers, Specialist teachers often attended to 
conceptual and procedural conventions of their separate disciplines. By responding 
accordingly to students’ originality and creative impulses during activities, 
Specialists drew attention to and affirmed students’ creativity within the IST 
community. Specialist teachers articulated that they felt like on-hand experts and 
‘artists in residence’. Not only did the IST Specialists contribute deep understandings 
of discipline content, they also engaged students with aesthetic and symbolic 
meaning-making embodied in discrete discipline thinking. This is attuned to 
Chappell’s (2007) and Lin’s (2010) research in which the bespoke interactions 
between Specialist practitioners and their students within school contexts was viewed 
as valuable to increasing and affirming students’ creative autonomy. 
The synergetic relationship between Specialist and Core classroom IST 
teachers recalibrated the intentionality of the teaching and learning to focus more 
closely on fostering and nurturing creativity in relation to interdisciplinary and 
transdisciplinary ways of doing and working. Within this environment for teaching 
and learning, there was a natural impulse and evolution toward adopting creativity 
pedagogy and dispositions. This is because these particular pedagogies supported and 
provisioned learner agency and autonomy whilst working with knowledge for 
meaning making purposes in divergent and lateral ways.  
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In comparison to traditional classroom environments, where teacher practice is 
often isolated and learning is teacher-centred, the open, shared and flexible nature of 
the IST environment also provisioned Core and Specialist teachers to form a culture 
of shared practice (Campbell, Saltmarsh, Chapman, & Drew, 2013). The fluid and 
flexible nature of the teaching and learning motivated teachers to continually 
redefine and hone their practices through dialogue, collaboration and deep reflection 
(Nieto, 2003). Stemming from collaborative and collective planning and teaching, 
both Specialist and Core teachers’ enactment and understandings of creativity began 
to unify and align to conceptualisations of every-day little-c ‘ubiquitous’ creativity 
and PT. Familiar conventional practices and perceptions of teaching and learning 
gave way to new and novel creativity pedagogies as teachers transitioned from being 
the primary knowledge bearers to co-participatory learners alongside peers, students 
and outside agents. 
6.2.4 Creativity pedagogy and interdisciplinary thinking and working 
The IST planning and learning framework activated a contextual shift from 
formalised teaching and learning. For Specialist and Core classroom teachers alike, 
this shift disrupted the usual interplay between discipline knowledge and pedagogical 
knowledge. Teachers’ understandings of how content could be delivered and how 
student knowledge could be developed were shaped by the interrelating elements of 
the trial framework. These elements worked in unison and consisted of a community 
of learners and cross-curricular conceptual provocations. This study provides insight 
into the ways teachers’ perceptions of, and values about, creativity translate into their 
classroom activities (research sub-question two). Teachers enacted creativity 
pedagogy and practices to engage students with knowledge using methods beyond 
the familiar and standardised approaches representative of their typical teaching in 
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other curriculum areas. Free from prescribed content delivery, teachers developed 
significant agency and autonomy from reflecting on their teaching and through 
trialling, adapting and refining their practice in response to student activity. This led 
teachers to increasingly engage students with interdisciplinary ways of thinking and 
working with knowledge. Teachers were inspired to shape learning activities to move 
students beyond knowledge acquisition to knowledge collaboration and knowledge 
production (Beane, 2011; Park & Son, 2010; Wall & Shanker, 2008). Within IST, 
content knowledge became a means and a launching pad rather than an end point 
(Beane, 2011).  
In developing strategies to advance students’ learning beyond knowing and 
doing, teachers reconceptualised knowledge acquisition and construction to 
incorporate non-linear and divergent exploratory approaches to inquiry. This 
included teachers shaping activities in ways that encouraged students to transfer and 
meld their learning across contexts and subject disciplines. Teachers also 
incorporated independent, collaborative, cooperative and real-world challenges as a 
way to scaffold students’ knowledge building and establish an environment 
conducive to increasing creative agency and autonomy. Through employing these 
approaches, teachers’ knowledge and practices of teaching creatively and teaching 
for creativity grew hand in hand. Furthermore, these understandings were 
simultaneously linked to interdisciplinary ways of knowledge-working and meaning-
making. This enabled the creation of a teaching and learning spaces conducive to 
‘what if’ and PT that extended students’ creativity and understanding beyond bound 
discipline content, skills and processes. Guyotte, Sochacka, Costantino, Walther and 
Kellam (2014) liken this merging of creativity with interdisciplinary and 
transdisciplinary thinking learning opportunities to “a water-colour painting in which 
 Chapter 6: Discussion and Conclusion 205 
colours bleed together and blur the boundaries between disciplines, and where 
vibrant new colours reflect the importance of these emergent spaces” (p. 14). The 
teaching and learning within IST was often vibrant and lively, and this was due in 
large part to the possibilities afforded through the overlapping, connecting and 
integration of numerous subject disciplines for the purpose of creative invention. 
In the context of school-based interdisciplinary teaching, Haring and Kelner 
(2016) found that the most enabling collaborative practices included jointly 
discerning and fixing problems, developing a common language, and co-planning. 
Teams undertaking effective interdisciplinary and transdisciplinary approaches are 
known to share common practices and environmental conditions (Wall & Shanker, 
2008), several of which were identified through this study. Collaboration among the 
IST community of learners was characterised by relationships of trust that 
provisioned practices of trial and error and risk-taking until the point of refinement. 
Additionally, an atmosphere of professional autonomy spurred negotiatory and 
collegial input to planning, teaching and resourcing. This was underlined by a mutual 
respect of the expertise and instrumental support community members contributed 
(Augsburg, 2014; Wall & Shanker, 2008).  
The IST learning framework empowered teachers to combine cross-curricular 
discipline knowledge and to encourage students to develop, create and respond in 
novel ways to the conceptualisations and understandings this fusion afforded. The 
trial enabled teachers to observe and experience the sustained developmental growth 
of their students’ interdisciplinary creative endeavours in line with their own 
developing creative teaching practices. In being responsive to the needs of their 
students, teachers progressively modified, adopted and developed a variety of 
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creative pedagogies that strengthened opportunities for children’s creative agency in 
relation to possibility and interdisciplinary thinking and learning. 
6.3 Contributions to theory 
The findings from this study make several contributions to support existing 
theory surrounding the fields of creativity in education and curriculum organisation. 
In particular, this study discovered the close relationship between the clustering of 
creative pedagogies and the ways in which knowledge is developed, transferred and 
constructed in creative interdisciplinary teaching and learning environments. 
6.3.1 The clustering of creativity pedagogy when framing knowledge, 
shaping activities and developing conditions for learning 
Initially this study drew on distinctions of teaching creatively and teaching for 
creativity outlined by the UK 1999 National Advisory Committee on Creative and 
Cultural Education (NACCCE). Varying constructs of creativity have evolved within 
educational contexts over the past decade and a half (Banaji & Burn, 2007; Beghetto, 
2016). Most relevant to this study is the conceptualisation of ubiquitous creativity 
and the pedagogies associated with fostering everyday little-c creativity and PT 
within school contexts and curriculum policy. Deeper understandings of these 
interrelated constructs were gained from the investigative work of Craft (2011a), 
Craft, et al. (2013), Jeffrey and Craft (2004), Lassig (2012a), McWilliam (2008), 
Sternberg and Lubart (1992), and Wiggins (2013). This study has been informed by 
the combined findings of their research, which identified a range of characteristics 
particular to teaching creatively and teaching for creativity within school contexts.  
This study does not contribute new characteristics to previously-identified 
pedagogies, however it does contribute further theoretical insights into how creative 
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teaching pedagogies interact, and are interrelated, and how these work together 
within interdisciplinary and transdisciplinary teaching and learning contexts. 
Additionally, this study augments existing research on creativity in education by 
presenting new understandings of ways in which the clustering and utility of specific 
teaching creatively and teaching for creativity pedagogies allied to framing 
knowledge, shaping learning activities and fostering creative environments. In doing 
so, this study presents an examination of how these pedagogies foster everyday little-
c creativity and promote PT within interdisciplinary teaching and learning contexts. 
Moreover, this study offers a synthesis of ways teachers can become more intentional 
in their approach to fostering creativity when working within the bounds of regular 
classroom teaching within a national curriculum.  
The relevance of the clustering of creativity pedagogy is that it identifies 
phases at which the utility of specific pedagogies and approaches have to foster 
creativity, helping teachers navigate planning more effectively. In response to the 
question of how the IST planning and learning framework influences teachers’ 
understandings of creative pedagogies, it could be said that the clustering of 
creativity pedagogies and approaches takes emphasis off content as the starting point 
for planning, and facilitates processes of teaching and reflective practice. 
6.3.2 Creativity and curriculum integration 
The cross-curricular learning framework in this study was developed with the 
intent to foster creativity and enhance learner agency and autonomy. The framework 
was also designed to address concerns of curriculum overload brought about through 
the introduction of the new Australian Curriculum. As such, it brought curriculum 
and creativity pedagogy together in ways that the Australian Curriculum did not 
articulate. 
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In contrast to subject specific work, curriculum integration generally puts 
emphasis on the amalgamation of discipline teaching and learning within project-
orientated and thematic work (Fogarty & Pete, 2009; Jacobs, 1989). Curriculum 
integration is also recognised as a process of applying skills, knowledge and attitudes 
of two or more subjects to a problem, theme or idea (Barnes, 2012). This 
organisational approach to curriculum can also be referred to as interdisciplinary. 
Indeed, Fogarty and Pete (2009) describe as many as 10 distinctive levels of 
curricula integration ranging from ‘cellular’ (subjects experienced as distinct 
disciplines) through to ‘networked’ (engaging high learner autonomy and self-
directed discipline integration). In addition to these levels, Barnes (2012) presents six 
variations of how two or more combined subjects can be organised to respond to a 
problem, theme or issue. Their work provides some insight into the complexity of 
interpretations surrounding curriculum integration.  
The IST framework shared similarities to both the integrated and immersed 
models described by Fogerty and Pete (2009). The learning was integrated around 
overlapping concepts, skills and processes across multiple disciplines on occasion 
(Fogarty & Pete, 2009). Further to this, through increased learner agency and 
autonomy, students were given extended time to filter content in highly personalised 
ways, thus undertaking an immersed approached to developing integrated 
understandings (Fogarty & Pete, 2009). Some characteristics of the learning within 
IST also shared similarity to those outlined within Barnes’s (2012) taxonomy of 
cross-curricular approaches. These include opportunistic learning stemming from the 
teacher-lead deployment of powerful provocations to then provision student choice 
and challenge over independent inquiry (Barnes, 2012). Additionally, due to the 
inclusion of both Specialist and Core teacher expertise, IST shared some 
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characteristics to double focus cross-curricular learning whereby both subject-
specific and cross-curricular learning took place on occasion (Barnes, 2012). 
The expansive research surrounding curriculum integration and 
interdisciplinary work within educational contexts predominantly advocates 
constructivist perspectives of learning, as well as holistic and meaningful approaches 
for students to link and transfer knowledge across discipline boundaries (Hayes, 
2010). Few studies, however, make an explicit link or explore the relationship 
between the fostering of creativity and interdisciplinary thinking. This is perhaps not 
surprising when one considers the international emphasis that has been placed on 
outcomes-based learning and success in formal examinations within national 
curriculum over the past decade (refer Chapter 1). Added to this is the complex 
relationship between developing creative capability in an educational environment of 
increasing performativity measures (Baer, 2016; Burnard and White, 2008).  
A study undertaken by Thomson, Hall and Jones (2012) that explored cross-
curricular approaches within schools, influenced by the UK Creative Partnerships 
programme (2003-2011), revealed: the exclusion or limited integration of subjects 
that were likely to impact external examination or standards targets; an over-
emphasis on developing skills at the expense of unpacking content; and attempts to 
fit or link process based subjects with content focused subjects (Thomson et al., 
2012). These findings further confirm the challenges of cross-curricular creativity in 
environments where standardised testing and formal examinations appear to take 
precedence. Although there were examples of creativity successfully integrated with 
common core subjects within select school settings, Thomas et al. (2012) discovered 
that across the research literature, curriculum was consistently perceived as 
something to be “delivered” as opposed to being generated among teacher and 
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student within the learning environment. Research conducted by Barnes (2012) did 
identify a link between creativity and cross-curricularity; in particular, the benefits of 
opportunistic cross-curricular activity to harness students’ natural curiosity and 
enthusiasm for learning. The teaching and learning that took place within the cross-
curricular framework of this study shares similarity to opportunistic approaches in 
that the teachers did provoke and challenge students whilst also contributing new 
skills and knowledge to students’ existing interests (Barnes, 2012). However, it also 
deviated from purely opportunistic, cross-curricular activity, as teachers provisioned 
sustained inquiry and the allowance for students’ deep understanding to occur.  
In contrast to the findings of Thomas et al. (2012) and Barnes (2012), the 
curriculum integration within the framework of this study was very much perceived 
and enacted as something more than solely curriculum-delivery or opportunistic 
inquiry. Teachers within the framework became attuned to the ways in which 
students worked with knowledge through knowing, doing, transferring and creating 
individual ideas and conceptualisations. Teachers spoke at length about how the 
dispositions, traits and learning qualities they were witnessing evolved in the process 
of students’ development of deep understandings. They also spoke of the increased 
agency and intrinsic motivation that inspired students’ creative autonomy and 
engagement. Teachers’ attention and focus was drawn toward nurturing creativity 
and PT, with curriculum being embedded when and where possible. This focus was 
possible as neither discrete content delivery nor single-subject teaching was 
disbanded within teaching and learning beyond the trial setting. Rather, the cross-
curricular framework complemented the overall educational experience of teaching 
and learning as opposed to being an either/or scenario. 
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Both Thompson-Klein (2006) and Clarke and Agne (1997) note pedagogy 
common to interdisciplinary teacher practices, such as team-teaching and planning; 
collaboration among a learning community; and theme or problem-based inquiry. 
These were also common to teachers working within the IST cross-curricular 
framework of this study; however, teachers also articulated the pedagogy that 
defined how knowledge was framed, how activities were shaped and how the 
learning environment was constructed and utilised as a resource base for meaning 
making. Further to this, their collaborative practice was co-participatory, and 
inclusive of generating, co-constructing and designing planning responsively with 
and among the community of learners. This conceptualisation of curriculum 
integration stems from the amalgamation of creativity with interdisciplinary thinking 
and working, and is aligned to Beane’s (2011) assertion that curriculum integration 
can be the search for self and social meaning. As opposed to cross-curricularity 
driving the sequencing of content/skill delivery, integration can instead be motivated 
by conjoined personal concerns and problems or issues posed within the broader 
world (Beane, 2011). Similar to this, teaching and learning within the IST cross-
curricular framework revolved around concepts and negotiated contextual/thematic 
perspectives explored through open-ended challenges and provocations. Further to 
this was the corollary of allowance for increased learner autonomy and novel 
approaches to knowledge construction, as well as possibility and creative thinking 
afforded through the cross-curricular framework. In this study’s context, the search 
for self and social meaning had significance in the intent to developing well-rounded 
individuals who are able to collaborate and communicate; formulate ideas and reflect 
deeply; and be empathetic and actively responsive to the needs of others. Beyond 
being deliverables within curriculum, these attributes become lived experiences in 
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the process of meaning making that surpass academic attainment and standards 
targets. 
6.4 Implications for policy and practice 
The findings from this study present several implications for curriculum policy 
and teacher practice. The implications for policy primarily arose from teachers’ 
perceptions of creative learning in relation to content learning and assessment. The 
implications for practice emerge from the measures that were undertaken within the 
research site to develop teachers’ knowledge of creativity, to the extent that they 
were motivated to transfer their understandings into other areas of the curriculum. 
These measures included such things as the option of attending professional 
development workshops in creativity; having an on-hand creativity coach; and 
providing additional time for teachers to collaborate in planning and teaching.  
6.4.1 Implications for curriculum development and the interpretation of 
creative capability 
Recommendations for the cultivation of creative capability within Australian 
education first evolved from the Melbourne Declaration on Educational Goals for 
Young Australians, wherein it was articulated through “Goal 2: All young 
Australians become successful learners, confident and creative individuals, and 
active and informed citizens” (MCEETYA, 2008, pp. 8-9). This goal transitioned 
into the Australian Curriculum where, along with six other general capabilities, 
critical and creative thinking was conjointly threaded throughout discipline learning 
and articulated as an essential skill (ACARA, 2013). 
The most obvious disparity to emerge from the findings in regard to curriculum 
policy was that, although they were working with the Australian Curriculum 
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(ACARA, 2012), teachers within the trial did not make links or draw similarities 
between the articulation of creative thinking as expressed by Australian Curriculum 
(ACARA, 2012) and the pedagogy or dispositions they were experiencing within the 
context of the cross-curricular learning framework. This does raise uncertainty about 
the value of the general capabilities. Are the general capabilities seen as a cursory 
formality, as opposed to sitting at the heart of planning? If this is the case, then it is 
uncertain as to how creative capability as a national incentive – and a specified goal 
within the Melbourne Declaration on Educational Goals for Young Australians 
(MCEETYA, 2008) – is being met or being addressed through planning and practice 
aligned to Australian Curriculum (ACARA, 2012).  
This study revealed that the articulation and implementation of creativity 
within the Australian Curriculum (ACARA, 2012) did not effectively scaffold 
teachers’ understandings of what constitutes creative learning and teaching, or the 
fostering of creativity. Furthermore, it was unable to provide teachers in the study 
with a practical understanding of the dispositions and pedagogies they could expect 
to work with during planning and classroom activity in their pursuit to authentically 
foster creativity and develop creative capability. This highlights disparity between 
the national goal to consciously build creative capacity in its youth, and the 
Australian Curriculum approach to supporting teachers in meeting this goal. This 
would suggest the need for further clarity and refinement to policy in regard to the 
recommended approaches schools and teachers can adopt to foster and nurture 
ubiquitous creativity through Australian Curriculum. Teachers are told what must be 
covered in the general capabilities (ACARA, 2012) of teaching for critical and 
creative thinking, but are not shown how to go about translating this into their 
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classroom practice. This study offers a potential framework for interpreting the 
Australian Curriculum (ACARA, 2012) view of creativity into practice.  
In contrast to the means of building creative capability expressed through 
Australian Curriculum (ACARA, 2012), the findings from this study revealed how 
one community of learners set about fostering creativity through novel approaches to 
organising curricula; “delivering” knowledge; and engaging learners in authentic 
meaning-making activities to increase creative autonomy. The teachers’ approaches 
to framing, shaping and establishing the environmental conditions for learning 
significantly influenced the fostering of creativity and the building of creative 
capacity. Contributing to the input of the teachers was the combination of various 
elements in the trial. These included on-hand learning coaches; input from outside 
experts; the availability of resources to support teachers in the form of templates, 
materials and equipment; and flexibility in and around time schedules. The cross-
curricular framework at the centre of this study could have practical applications in 
how Australian Curriculum, inclusive of creative capability incentives, is interpreted 
and implemented in schools.  
6.4.2 Teachers’ creative agency in relation to policy 
Teachers’ perceptions and enactment of creativity were motivated (and 
mobilised) by the increasing value they perceived creativity was having on enriching 
their students’ overall learning. The more teachers witnessed their students taking 
risks, problem-solving and persevering through periods of ambiguity and trial and 
error, the more inclined and buoyed they became to also enact these qualities within 
their own teaching and planning. 
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The implication of this finding relates to increasing pressure being externally 
placed on schools and teachers to meet standardised testing regimes and prescriptive 
approaches to delivering content through national curriculum. In addition to this 
pressure is the narrative of teacher professional standards (AITSL, 2011) and 
consensus around what constitutes quality teaching (Thomas, 2011). Although 
teacher professional standards are informative in describing characteristics of good 
practice, the increasing amalgamation of discipline knowledge with professional 
knowledge can also threaten and constrain teacher agency and professional 
development within environments and contexts where teacher professional standards 
are aligned to student outcomes (Ball, 2003; Burnard & White, 2008; Ryan & 
Bourke, 2013). The implication of external performative pressures on standardised 
testing and teacher professional standards on the building of creative capability is 
that it is likely to disincline teachers from approaching their practice with reflexivity. 
Allowing students time to take risks, experience ambiguity through trial and error, or 
to learn through open-ended challenges gave teachers in the trial an opportunity to 
creatively experiment with their own pedagogy and discover their own creativity.  
In addition to understanding the content, processes, facts or skills inherent 
within bound disciplines, learning to think creatively in this study encompassed 
providing students with opportunities to explore and work with cross-curricular 
concepts in interdisciplinary ways. In order for this to occur, the performative 
pressures of formalised assessment and standardised testing must not become the 
driving motivation shaping teacher practices. Through education policy and 
curriculum development, teachers must be encouraged (and supported) to explore the 
conceptual and creative possibilities for thinking and learning that sit between the 
overlapping interface of disciplines. Furthermore, teachers must be encouraged to 
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explore the enormous potential interdisciplinary thinking has to their students’ 
overall formulation of knowledge and their transference and application of deep, 
personalised understandings. This would entail Australian Curriculum enhancing its 
primary function and presentation of bound discipline delivery to include relevant 
and purposeful ways teachers (and subject areas) can collaborate to establish cross-
curricular links and ignite creative and interdisciplinary thinking. In contrast to 
fragmented and incremental approaches to curriculum development, this necessitates 
the inclusion of holistic, blended and – at times – spontaneous approaches to 
curriculum development and delivering that are not restricted by Year level, age or 
subject. In support of these approaches, content-focused testing should not drive all 
learning in schools, instead we must find ways to report on and value other learning, 
such as creativity. Furthermore, testing regimes should not determine how teachers 
teach or teachers and schools are ‘judged’.  
6.4.3 The complex relationship between building creative capability and 
representing student achievement 
Teachers in the study recognised that their formalised assessment and 
standardised testing approaches did not always allow for the recognition or 
mobilisation of students’ creativity. This highlights the implication of the building of 
creative capacity being wedded to content recitation, attainment scores and rankings. 
Furthermore, it draws attention to the question of whether creativity as a cross-
curricular general capability (ACARA, 2012) is currently being implemented, 
assessed or longitudinally measured within the current context of Australian 
Curriculum. Having situated creativity within curriculum documents, further 
attention needs to be placed on how schools can represent and report students’ 
development of capability across numerous creative dispositions in all subjects. 
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Uncertainties arose among teachers who were unsure of how best to articulate 
the significance of creative thinking and working, or represent students’ depth of 
combined conceptual and creative learning to parents, in the absence of quantifiable 
or measurable outcomes. Comparisons were made between what teachers perceived 
as the assurance of NAPLAN data, opposed to the seemingly variable attainment and 
presentation of creative capability. Despite teachers in the study being able to discuss 
all the benefits of the programme for students’ learning and development, they could 
not relinquish their concerns about measurement and metrics in regard to student 
performance. This signifies a discord between the intentions laid out in the 
Melbourne Declaration  on Educational Goals for Young Australians to build young 
Australians who “are creative, innovative and resourceful, and are able to solve 
problems in ways that draw upon a range of learning areas and disciplines” 
(MCEETYA, 2008, p. 8), the general capability of critical and creative thinking 
(ACARA, 2012), and the emphasis placed on formalised assessment and 
standardised testing to which teachers (and schools) are bound. 
Within environments of increased creative autonomy, collaborative responsive 
approaches to planning, and student negotiated learning (such as in the IST trial), 
challenges to assessment practices rest in how best to capture and report on students’ 
progress and activity. This is especially the case in regard to the disruption creativity 
presents to prescribed discipline learning and formulaic subject criteria associated 
with summative assessment. This study emphasises implications for how teachers 
can observe and capture students’ genuine creative learning qualities and dispositions 
as a cross-curriculum capability. 
Spencer et al. (2014) note how challenging it is for schools to sustain a credible 
focus on the development of creativity in an environment of standardised testing, 
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subject specific exams, and homogenised classroom projects and assessment. 
Australian Curriculum (ACARA, 2012) presents creativity as a ubiquitous, cross-
curricular skill. Conceived as a learning continuum with various separate organising 
elements (e.g., inquiring and generating ideas), critical and creative thinking 
becomes indistinct and entwined within the assessment of discrete discipline 
learning. As such, a holistic picture or profiling of a student’s creative capability, at 
any given time, becomes challenging (if not impossible), regardless of whether one 
wishes to either measure or assess it.  
Teachers described their students’ growing creative autonomy as developing in 
parallel with the production of interdisciplinary knowledge, and their development of 
deep conceptual understandings. It is worth noting that evidence of the bond between 
creative learning and the production of knowledge was a key finding evidenced 
through the research of Craft et al. (2007). Internationally, education policy has 
predominantly represented creativity as being relevant to knowledge in all domains, 
though in many curriculum policy documents it remains largely situated within the 
Arts disciplines (Wyse & Ferrari, 2015). The development of assessment tools for 
creativity within educational contexts is a growing field of research. Discerning what 
constitutes creative learning and how assessment purposes can impact the 
interpretation of creative learning are yet to be fully understood (Burnard, 2011).  
A creativity assessment rubric constructed by Spencer, Lucas and Claxton 
(2014), which has been trialled in the UK over recent years, attempts to recognise the 
value of students’ creativity in relation to knowledge production. Noted dispositions 
within their rubric define assessable creative qualities surrounding students’ capacity 
to be inquisitive, persistent, imaginative, collaborative and disciplined (Spencer et 
al., 2014). These noted qualities are consistent to those identified by teachers through 
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this study. They are, however, incongruent with the organising elements outlined 
within the critical and creative thinking general capability of the Australian 
Curriculum (ACARA, 2012). This is because the Spencer et al. (2014) model 
highlights distinct creative qualities such as, “daring to be different”, “challenging 
assumptions”, “playing with possibilities” and “tolerating uncertainty” (Lucas, 2016, 
p. 280). These distinct creative qualities differ significantly from the broad 
organising elements (i.e., analysing, synthesising and evaluating) stated by 
Australian Curriculum (ACARA, 2012). This points to inconsistencies with research 
findings on creativity and a limitation of the Australian Curriculum (ACARA, 2012) 
articulation of creativity in policy terms. 
This study draws attention to the necessity for new advances in conceiving and 
enacting assessment of creative learning within national curriculum. Due to potential 
changes in the ways teachers and students work with knowledge (brought about 
through fostering and nurturing creativity), Australian Curriculum organisation, 
recommended content delivery and assessment criteria must provide for more 
flexible and adaptable interpretations and presentations of students’ knowledge 
building associated with developing creative capability. The IST learning framework 
demonstrates how a practical application of creativity in teaching goes far beyond the 
Australian Curriculum (ACARA, 2012) broad organising elements of analysing, 
synthesising and evaluating. Whilst these organising elements mirror components of 
Blooms Taxonomy (Bloom et al., 1956), a later revision of this taxonomy places 
creativity at the highest level of cognitive process (Anderson et al., 2001; Krathwohl, 
2002). This has been omitted from the Australian Curriculum (ACARA, 2012) 
organising elements, making it problematic for teachers to determine differences 
between critical and creative capability. 
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Added to the complexity of understanding the relationship between creative 
capability and student achievement is the focus placed on process and product 
implied through the organising elements of analysing, synthesising and evaluating. 
The IST learning framework (encompassing the key themes of context, activity and 
environment) offers additional understandings of the environmental characteristics 
conducive to fostering creativity. Further to this, the framework supports teachers’ 
deep understandings of teacher and student dispositions, qualities and mindsets they 
need to be aware of in order to acknowledge the development of their students’ 
creative capability. 
6.4.4 Commitment to fostering creativity 
This research discovered that the fostering of creativity and the building of 
creative capacity requires teachers to adopt new and novel approaches that reach 
beyond traditional curriculum delivery. Furthermore, these pedagogical approaches 
must be sustainable and lasting to be influential to creative learning. The Melbourne 
Declaration on Educational Goals for Young Australians (MCEETYA, 2008) and 
the general capability of critical and creative thinking (ACARA, 2013) signify the 
beginning of this journey, but they do not chart the journey.  
The implementation of the cross-curricular learning framework was a whole-
school commitment requiring the participation, input and endeavour of a large 
community of learners. Every member of this community took a leap of faith, 
including leadership, pedagogical coaches, Specialist and Core teachers, students and 
parents. Indeed, it entailed the community of learners to develop and enact their own 
creativity. 
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In the pursuit of building creative capability, one must consider, would the 
level of creativity and transformative teacher practice discovered through this 
research have been achieved without the interdisciplinary and transdisciplinary 
learning? Would it have happened without the school-based IST framework, or 
without teachers being provided an environment with autonomy and time to develop 
their own creativity, while risk-taking and engaging in trial and error? Would it have 
been achieved without the community of learners and on-going professional 
development? Contributing to the success of the trial was the amount of time given 
to developing staff practices, and the time allowances required for full 
implementation and ongoing refinement of the model.  
This study revealed that fostering creativity can be challenging, and that 
transformative teacher practice involved much more than simply introducing a new 
framework for organising curricula. It required time for all stakeholders to take 
ownership of the process. It necessitated trial and error and risk-taking. It involved 
collaboration, imagination and perseverance, trust and vulnerability, and – in the end 
– celebration. The success of the cross-curricular learning framework was evidenced 
through the enactment of numerous teaching creatively and teaching for creativity 
pedagogies, and teachers’ motivation to transfer their practices beyond the trial 
context. It was also evidenced through the increased engagement and depth of learner 
thinking witnessed by teachers. Research discovered that in the pursuit of building 
creative capacity, the intent must be strong, determined and purposeful, and it must 
be inclusive of the whole school community. Considering all of the data sets 
discussed here, the implication of reaching beyond traditional curriculum delivery, in 
order to foster creativity, rests in knowing that tokenistic and ad hoc attempts will 
fail to achieve the goal of building creative capability aspired to through the 
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Melbourne Declaration on Educational Goals for Young Australians, (MCEETYA, 
2008). The commitment required from schools and teachers to longitudinally build 
students’ creative dispositions and mindsets is significant, but the rewards are great 
and far outweigh the challenges of change. 
6.5 Limitations of this research 
This research was a study of teachers’ perceptions and experiences of working 
within a cross-curricular learning framework to form shared understandings of 
creativity pedagogy. It was undertaken in the context of the Primary Years of 
schooling, during the roll-out of new curricula. This section will discuss some 
limitations relating to data collection, the scope of participants, and the nature of the 
research site. 
One limitation of the study is that it only looks at teacher knowledge and 
practice, and teachers’ perceptions of the learners’ dispositions. Although it utilised 
extensive records of teacher practice, it did not present evidence of their practice 
through formal observations or reportable outcomes. Additionally, this research did 
not encompass student voice or students’ perspectives of the creative teaching and 
learning activities taking place.  
Although the cross-curriculum learning framework ran across Primary Years 
(P-6), the research was undertaken within the narrow scope of Years three to six. 
Due to logistical and time limitations, it was also not possible to expand the data 
collection beyond this range. 
The site in which this study was undertaken was a private K-12 school 
employing Specialist Arts and Technologies teachers working across most year 
levels. It is recognised, however, that this is not a prevalent resource within every 
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school. Participants were Specialist Arts and Technologies teachers; Core classroom 
teachers; and teachers involved in the classroom who also held leadership positions. 
This contributed to providing a balance of perspectives and experiences from a cross-
section of staff involved in the trial. It is uncertain whether this study could be 
replicated in other schools. My research does not explore what happens in state 
schools or in stand-alone primary schools. Additionally, the research site was a South 
East Queensland school with an attributed Index of Community Socio-Educational 
Advantage (ICSEA) value of 1144, placing it above the median score of 1000 on a 
scale representing the socio-educational advantage of students in each Australian 
school (ACARA, 2016). It is recognised that findings potentially vary between 
schools in different locations, with different community socio-educational advantage, 
and with different school and class sizes, teacher numbers, and access to on-hand 
Specialist expertise and resources.  
6.6 Directions for future research 
Directions for future research could extend to exploring interdisciplinary 
creative learning within different school contexts. Further insight into the 
transferability of the cross-curricular learning framework into Middle and Senior 
years of schooling would provide valuable insights into how schools and teachers 
can enhance curriculum integration and interdisciplinary creative thinking and 
learning within varying educational contexts. Future directions could also extend to 
exploring students’ perceptions of their creativity and knowledge building stemming 
from experiences of working within the cross-curriculum learning framework. 
Additionally, future research could extend to the ways in which students’ creative 
capability can be documented and represented longitudinally. This study also 
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provides a foundation for future studies into education policy and Australian 
Curriculum about creativity; teachers’ professional development of creativity; the 
interaction and function of specific pedagogies on student’s engagement, knowledge 
building, and development of creativity; and the interplay between interdisciplinary 
working and creative efficacy within school settings.  
6.7 Conclusion 
As a national incentive, the development of creative capability holds the 
promise for a better future. The influence of the cross-curricular learning framework 
in this study led to transformational practice in the way teachers framed knowledge, 
shaped learning activities and generated conditions for creative teaching and 
learning. The fostering of creativity was combined with interdisciplinary ways of 
thinking and working in the classroom. The amalgamation of creative dispositions 
and mindsets with interdisciplinary thinking is being increasingly viewed as a vital 
human quality within higher education, entrepreneurial and innovative environments 
(Barnes, 2007, 2012; Pink, 2005; Rhoten, Boix Mansilla, Chun, & Thompson Klein, 
2006; Yong Zhou, 2013). In a global society, where information and knowledge are 
ubiquitous, the challenge for schools and teachers no longer lies in their ability to 
transfer knowledge, but also in their capacity to engage students actively and 
positively with learning (Fullan & Langworthy, 2013, 2014; Hannon, 2009; 
McWilliam, 2008, 2009). Added to this is the impact of technology and the growing 
need to prepare students with a wider range of literacies that provide opportunities to 
engage with a complex and diverse multimodal landscape of knowledge, creativity 
and communication (Craft, 2011a; Greenfield, 2014; Jewitt, 2009).  
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This study illustrates how, within a community of learners, teachers engaged in 
a democratic process of developing an interdisciplinary learning framework to 
collaboratively teach and learn creativity. Through the provision of encouragement, 
time and freedom, without fear of failure or performance teachers developed more 
innovative pedagogy, became excited about their practice, and actively sought ways 
to transfer their understandings across other curriculum areas within their school. 
This study set out to answer the question: How does an existing school-based 
immersion studies learning framework influence individual teachers’ perceptions, 
knowledge and practice of embedding creativity in schools? In addressing this 
question, the study contributes understandings of how teachers can reimagine 
curriculum delivery, and cultivate lasting pedagogical approaches to foster creativity 
and engage students in deep learning. The IST learning framework successfully 
united the national aspiration to build creative capability with the development of 
curriculum and teachers’ professional knowledge of teaching creatively and teaching 
for creativity. In the process, the IST learning framework fostered lasting 
understandings of and an appreciation for creativity, interdisciplinary and 
transdisciplinary thinking among teachers, students and the broader community. As 
Barnes (2007, p. 18) wisely reminds us: 
“Today’s children are already living in a century of unparalleled, rapid 
and global transformations, which will quite literally, change our 
minds…How can we establish a curriculum of Hope?”  
The building of children’s creative capability is imperative, but for schools and 
teachers to succeed in this mission, creativity and Possibility Thinking must be 
liberated from regulatory curriculum delivery and standardised approaches to 
presenting learning. This study presents fresh insights into how schools can initiate 
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teachers and learners into an environment where their creative autonomy, knowledge 
development and inventions are made tangible and are valued.  
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Appendix A 
Focus Group Interview Questions 
 
Participant Questions (Focus Group Interview) 
 
1. In an IST classroom – who is in charge of 
the learning? 
 
2. Can you describe some open-ended 
activities or challenges that took place 
and any influence these had on the 
learning? How important is planning and 
how important is teaching when it is 
open-ended? 
 
3. Can you describe any variation in 
teaching approach (during IST) 
compared to usual lesson time teaching? 
In your opinion, is one more effective 
than the other? 
4. Was there prevalent thinking/learning 
dispositions or qualities you witnessed 
emerge among learners during IST 
lessons that were not as prevalent during 
usual class-time activities? 
  
5. How did opportunities for students to 
encounter (or not) risk-taking, curiosity 
or to work with ambiguity evolve?  
 
6. Were learners seeking to be more guided 
or more self-directed and how was this 
facilitated? 
  
 
7. How would you say you were teaching 
differently from before the IST 
framework to now, and is there a 
discernible difference? 
 
8. From your own perspective can you 
describe the relationship between 
planning and teaching, and the ‘products’ 
students ended up making in IST? 
 
9. In what ways were learners’ 
opportunities to define, refine and solve 
problems fostered and/or impeded? 
 
10. In what ways did the learning 
environment change? And if so, to what 
effect? 
 
11. Did the environment influence Possibility 
Thinking 
 
 
 
 
 
 
 
 
 
12. From your experience what role does creativity play within IST learning time? 
13. What role has collaborative dialogue/practice played in you developing or implementing 
creative pedagogy? 
14. In what ways have the general capabilities informed your teaching practice within IST? 
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Ethics Approval 
 
 
PARTICIPANT INFORMATION FOR QUT RESEARCH PROJECT 
– Focus group and/or Document Analysis – 
 
Creativity in Education: 
Exploring teacher experiences of creativity through a collaborative 
transdisciplinary learning framework 
 
QUT Ethics Approval Number 1500000443 
RESEARCH TEAM  
Principal Researcher: Gabrielle Kempton Higher Degree Research Student 
Associate 
Researchers: 
Dr Anita Jetnikoff Principal Supervisor 
 
Dr Carly Lassig Associate Supervisor 
Faculty of Education,  
Queensland University of Technology (QUT) 
DESCRIPTION 
This study is being undertaken as part of a Master of Education study by Gabrielle Kempton, under 
the supervision of Anita Jetnikoff and Carly Lassig at QUT. 
The study stems from the roll-out of a new curriculum and the trialling of a related school-based 
learning framework (IST) within the Primary Years of St Paul’s School. The study will investigate the 
experiences of teachers working within IST to form understandings of creativity teaching and 
learning.  The central focus of the research is to present understandings of whether or not teacher’s 
experience of working within the trial school-based learning framework influences perceptions of 
creativity pedagogy and practice in relation to curriculum planning and classroom teaching.  
As either a core classroom or specialist Arts and Technologies teacher you are invited to participate 
in this project because you have either been teaching or involved in planning within the Immersion 
Studies Trial (IST) learning framework within Primary years 3-6 at St Paul’s School. 
PARTICIPATION  
Participation will involve responding to questions in an audio recorded focus group interview. It is 
hoped that between 3-7 teachers, made up of a balance between Arts and Technology specialists 
and Primary Years 3 – 6 core classroom teachers, will be involved in the focus group interview.  It is 
intended that the interview will take place in the Professional Learning Centre meeting rooms during 
August and it is expected that the interview will take approximately one hour.  
Indicative questions include:  
 Were learners more guided or more self-directed and how was this facilitated? 
 Can you describe specific approaches or strategies you employed to encourage students to 
explore knowledge, content or skills in new or novel ways? 
 Can you describe any variation in teaching approach (during IST) compared to usual lesson 
time teaching? In your opinion is one more effective than the other? 
 In what ways did the learning environment change - and if so, to what affect?  
 
You are also being asked to consent to the documents that you co-construct with others as part of 
your work implementing the IST program being collected and analysed. This will only occur if all 
teachers in your working group agree to the documents being collected. However you should know 
that your participation is completely voluntary and you should not feel that you must provide 
consent as a result of others agreeing. 
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You can participate in the research either through the focus group interview, or by allowing the 
documents to be collected, or both. Please note that if you arrive late it may not be possible for you 
to participate in the focus group. 
Your participation in this project is entirely voluntary. The decision to participate or not participate 
will in no way impact upon your current or future relationship with QUT, the school or myself as the 
researcher. Participation in the research is not mandated and there will be no consequences for 
deciding not to participate in the research. As a potential participant it is important to understand 
that my role as researcher, in this instance, sits outside and is independent from my in-house role as 
a learning coach. Volunteering participation in the Focus Group interview for research purposes in 
this instance is not related to your participation in the implementation of the IST program which is 
viewed as part of your teaching role. Should you choose to participate in the focus group interview, a 
conducive time (for all attendees) outside of usual teaching duties will be arranged to alleviate 
encroachments to your normal duties. 
RISKS OF PARTICIPATION 
The risks associated in participating in this research project are considered low. However you should 
consider the following before consenting to participate. 
 
There is a risk of a perceived time inconvenience to participate. A conducive time (for all attendees) 
outside of usual teaching duties will be arranged for the focus group, to alleviate, as much as 
possible, encroachments to normal duties.  
 
As a participant in the focus group interview you may also feel discomfort while participating in the 
focus group process, or on later reflection regret having expressed or shared perceptions and 
experiences during the interview. As well, there is a risk of discomfort in openly sharing perceptions 
and experiences of working and collaborating with peers, and a perceived risk to reputation from 
discussing practices in front of work colleagues within the trial learning framework. To alleviate 
these feelings, on arrival at the interview, you will be provided time to preview all of the questions 
(including those already noted above) which you may voluntarily elect to address or expand on at 
any time throughout the interview. You will not be required to address or comment on any 
questions you do not wish to discuss. Additionally participants are advised not to speak outside the 
focus group interview with regard to what is said in the interview. As a participant your experiences 
and perceptions of working with new curriculum and pedagogies within the trial framework are 
highly valued. Although it will not be possible to destroy the focus group data after the interview, 
data will not be included from you (i.e. I will not use anything you said) in the study if you notify me 
that you wish to withdraw within four weeks of the interview taking place. After that time analysis 
will have begun and it may not be possible to withdraw data, but you should feel free to discuss with 
me any data included at anytime. 
 
You may also be unsure about expressing individual views you perceive as being contrary to what 
you think I might want to hear. Because I am both the researcher and a learning coach within the 
setting, I understand that you may feel coerced into participating. I want you to know that you 
should only participate if you want to and that there will be no consequences if you decide not to 
participate. As previously noted above my role as researcher, in this instance, sits apart and is 
independent from my in house role as a learning coach.  
 
If you agree to the co-constructed documents being collected please remember this will only occur if 
everyone in your group agrees. As the school is relatively small it is possible that other staff may 
recognise the documents and know who was involved in the working group who designed them. 
However I will be careful to ensure your individual identity is protected as much as possible. 
 
QUT provides for limited free psychology, family therapy or counselling services (face-to-face only) 
for research participants of QUT projects who may experience discomfort or distress as a result of 
their participation in the research. Should you wish to access this service please contact the Clinic 
Receptionist at the QUT Psychology and Counselling Clinic, 44 Musk Avenue, Kelvin Grove, on 3138 
0999 (Monday–Friday only, 9am–5pm). Please indicate to the receptionist that you are a research 
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participant. Alternatively, Lifeline provides access to online, phone or face-to-face support. Call 13 11 
14 for 24hr telephone crisis support.  
 
EXPECTED BENEFITS OF PARTICIPATING  
It is expected that this project will not benefit you directly, except as reflective practice.  However, 
the findings from this research will inform educators as they work with national curriculum reform to 
promote creative thinking and learning within their programs and classroom practices. Findings from 
the research may also inform practices of implementing professional development in relation to 
teaching creatively, teaching for creativity and Possibility Thinking within the Primary Years. 
PRIVACY AND CONFIDENTIALITY  
All comments and responses will be treated confidentially unless required by law.  The names of 
individual persons are not required in any of the responses. 
 
All teaching documentation will be treated confidentially unless required by law.  The names of 
individual persons are not required on any of the documentation. All original documentation will be 
returned once it has been photocopied. 
 
Please note that data collected in this project may be used as comparative data in future projects or 
stored on an open access database for secondary analysis. 
 
As the focus group interview will involve audio recording please be informed of the following: 
 Unfortunately it is not possible to participate in the focus group interview without being 
audio recorded. 
 The audio recording will be destroyed after the contents have been transcribed. 
 The audio recording will not be used for any other purpose. 
 When reported you will not be individually identified. Dialogue will be coded to differentiate 
between speakers, and to discern between specialist and core teachers. 
 While your name, and the name of the school will not be used in any reporting of this data, it 
is possible that others from the school may recognize you through extracts of your speech 
included in the thesis. Even though I will do everything possible to reduce the risk of this, you 
are asked to have this in mind as you engage in the focus group interview. 
 
The focus group will be concluded with a round-up of what I think I have heard as a means of 
achieving a group collaborative and shared notion of the general consensus.  
CONSENT TO PARTICIPATE 
We would like to ask you to sign a written consent form (enclosed) to confirm your agreement to 
participate. 
QUESTIONS / FURTHER INFORMATION ABOUT THE PROJECT 
If have any questions or require further information please contact one of the researchers listed 
below. 
Gabrielle Kempton gabrielle.kempton@hdr.qut.edu.au 
Anita Jetnikoff a.jetnikoff@qut.edu.au  
Carly Lassig cj.lassig@qut.edu.au  
 
CONCERNS / COMPLAINTS REGARDING THE CONDUCT OF THE PROJECT 
QUT is committed to research integrity and the ethical conduct of research projects.  However, if you 
do have any concerns or complaints about the ethical conduct of the project you may contact the 
QUT Research Ethics Unit on 3138 5123 or email ethicscontact@qut.edu.au. The QUT Research 
Ethics Unit is not connected with the research project and can facilitate a resolution to your concern 
in an impartial manner. 
Thank you for helping with this research project.  Please keep this sheet for your 
information. 
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CONSENT FORM FOR QUT RESEARCH PROJECT 
– Focus group and/or Document Analysis – 
 
Creativity in Education: 
Exploring teacher experiences of creativity through a collaborative 
transdisciplinary learning framework 
 
QUT Ethics Approval Number 1500000443 
 
RESEARCH TEAM CONTACTS 
Gabrielle Kempton gabrielle.kempton@hdr.qut.edu.au 
Anita Jetnikoff a.jetnikoff@qut.edu.au  
Carly Lassig cj.lassig@qut.edu.au  
STATEMENT OF CONSENT 
By signing below, you are indicating that you: 
 Have read and understood the information document regarding this project. 
 Have had any questions answered to your satisfaction. 
 Understand that if you have any additional questions you can contact the research team. 
 Understand that you are free to withdraw without comment or penalty. 
 Understand that the focus group interview will include an audio recording. 
 Understand that data collected in this project may be used as comparative data in future 
projects. 
 Understand that you can contact the Research Ethics Unit on 3138 5123 or email 
ethicscontact@qut.edu.au if you have concerns about the ethical conduct of the project. 
 Agree to participate in the project. 
Please tick the relevant box below: 
 I consent to the use of my planning and teaching documentation for the research purposes 
specified. 
 I consent to participate in the focus group interview. 
 
Name 
 
 
Signature 
 
 
Date 
 
 
MEDIA RELEASE PROMOTIONS 
From time to time, we may like to promote our research to the general public through, for example, 
newspaper articles.  Would you be willing to be contacted by QUT Media and Communications for 
possible inclusion in such stories?  By ticking this box, it only means you are choosing to be contacted 
– you can still decide at the time not to be involved in any promotions. 
 Yes, you may contact me about inclusion in promotions. 
 No, I do not wish to be contacted about inclusion in promotions. 
 
Please return this sheet to the investigator either in person or  
in the envelope provided via her pigeon-hole in the  
Tooth Administration Centre at the School 
 244 Appendices 
Appendix C 
Year 4 ‘Survival’ preliminary joint teacher/student planning 
template 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
(enlarged copy of Figure 5.5.) 
